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This study examined differing perceptions of teachers 
and parents pertaining to frequency and importance of 
social skills and problem behaviors in preschool children. 
Specifically, the present investigation considered social 
skills of preschool children considered to be At-Risk for 
educationally handicapping conditions as well as a group of 
Typical preschool children. Both teacher and parent 
ratings on the Social Skills Rating System {SSRS) (Gresham 
& Elliott, 1990) and the revised Conners Rating Scales 
(CRS), (Goyette, Conners, & Ulrich, 1978) were obtained 
from a sample of 95 preschool children. Fifty-two subjects 
were enrolled in an at-risk preschool program (i.e., Head 
Start) and 43 attended a typical preschool program.
Both parents and teachers of At-Risk preschool children 
identified significantly fewer social skills and more 
problem behaviors than did parents and teachers of Typical 
preschool children. Teacher ratings of behaviors 
considered important in the preschool setting (e.g., 
participates in group activities) did not vary across the 
two groups and suggested social behaviors related to peer 
interactions were valued most. Some variation occurred 
across groups in terms of parent ratings of 
important social skills, with parents of At-Risk students 
rating behaviors pertaining to self-control as most
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important and parents of Typical students stressing 
compliance behaviors.
Interrater correlations indicated low to moderate 
correlations between teacher and parent ratings, consistent 
with previous research. Convergent validity was supported 
by correlations between total factor scores on the SSRS and 
the CRS. High positive correlations were found between 
SSRS Problem Behavior factor and CRS teacher ratings 
(r=.91) and parent ratings (r«.64). Relatively strong 
negative correlations emerged between SSRS Social Skills 
factor and CRS teacher (r=-.62) and parent ratings 
(r--.42).
Results of discriminant function analysis revealed that 
73.51% of subjects were correctly classified based on 
teacher ratings of social behaviors, and 69.23% based on 
parent ratings. Findings were discussed with implications 
for social skills assessment and remediation, as well as 
the validity of both the SSRS and CRS as viable instruments 
for the preschool age. These two scales appear to be 




Social interactions influence lives from infancy 
through old age and the degree of social skillfulness is 
important to the success of numerous relationships. 
Functioning within a society necessitates social 
interaction, and early experiences have been related to 
social, moral, and cognitive development (Hartup, 1978). A 
large body of research has connected social skill problems 
with overall adjustment and later functioning in a variety 
of areas. School drop-out rates, bad conduct discharges, 
juvenile delinquency, adult mental health difficulties and 
classroom maladjustment have each been linked to early 
social skills problems (Cowen, Pedersen, Babigian, Izzo & 
Trost, 1973; Roff, Sells, & Golden, 1972; Stumme, Gresham & 
Scott, 1982; Ullman, 1957). Social incompetencies also 
appear to be common problems across many disabilities 
(Bailey & Simeonsson, 1985). Mildly handicapped children 
(e.g., learning disabled, behavior disordered, mildly 
mentally retarded) have been shown to have deficits in a 
number of social skills areas (Gottlieb, 1981, Gresham, 
1982b; Guralnick, 1986; Strain, Odom, & McConnell, 1984). 
These studies indicated handicapped students exhibited low 
rates of cooperative behavior, less peer reinforcement, and 
showed less initiative in interactions.
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Unfortunately, social skill deficits left untreated 
have been shown to continue, or escalate (Eichorn, 1973; 
Peterson, 1961), and have been related to poor academic 
performance and predictive of social maladjustment in 
adolescence and adulthood {Parker & Asher, 1987).
Therefore, attention to the area of social competence is 
warranted and increased interest has been demonstrated by 
the amount of research this area has generated in the last 
decade.
Given that development of competent social skills 
predicts future success in a number of areas, it is prudent> 
for social scientists to study early patterns and normal 
ranges of social competencies. There is evidence to 
suggest the earlier the intervention, the greater the 
effect the intervention will have on a child's development 
(Gerken, 1979; Reynolds, 1979). Young children are being 
placed in a wider range of social situations at earlier 
ages. The need to extend our knowledge base and provide 
usable assessment tools for evaluation of the preschool 
segment of the population has become increasingly evident.
It seems reasonable that information concerning the early 
development of social skills will aid in both prevention 
and expedient remediation of social skill difficulties.
Most early education programs, particularly special 
education programs, include goal statements involving 
psychosocial or affective education goals. With the
passage of P.L. 99-457, the provisions for handicapped 
children protected under P.L. 94-142 have been extended to 
children ages three through five years. Therefore, the 
importance of addressing educational issues for the very 
young child, including social development, has been 
formally recognized as well as mandated.
The present study examined a number of factors 
important to both the development of normal social 
abilities and the problems leading to social deficits.
Prior to consideration of the current findings, a review of 
the literature relating to definitional, developmental, and 
assessment issues of social skills and social competencies 
will be addressed.
Definitional Issues
Problems with the delineation of skills involved in 
socially competent behaviors are in part a result of 
difficulties in defining the construct itself. The term 
"social" implies global aspects which may hinder 
researchers' abilities to concisely and consistently study 
the behavioral phenomena. As a result, definitions often 
depend on the aspect a particular researcher is interested 
in studying and his or her theoretical orientation. Early 
definitions tended to be broad in nature and included 
aspects such as adaptive functioning and self-help skills 
(Doll, 1953).
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McFall (1982), in his review of the concept of social 
skills, suggested that most definitions in the literature 
fit into one of two major conceptual categories, the trait 
model or the molecular model. Within the trait model, 
social skills are considered to be underlying personality 
characteristics. A high degree of inference is necessary 
in determining a person's level or degree of skill. In 
addition, McFall pointed out that the inferred skill level 
generally is thought to be stable over time and across 
settings. In contrast, the molecular model defines social 
skills in terms of discrete, specific, observable units of 
behavior. Within this context a person is not thought to 
have a certain amount of social skill but rather to be more 
or less skillful in a given situation. Unsatisfied with 
both of these conceptualizations, McFall attempted to 
define the subject area by first differentiating between 
social competence and social skills. Social competence was 
defined as an evaluative term which considered the social 
importance of the behavior, while social skills were the 
specific behaviors necessary for successful performance on 
social tasks. Subsequently, the assessment and treatment 
of social skills deficits must be considered in terms of 
the person's overall social competence and the specific 
skills that lead to judgments of competence or 
incompetence. The differentiation between these two terms 
underlies the importance of social validity within the
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conceptualization of social competence. Judges of 
competence may be biased or may use differing criteria by 
which to determine competence. This judgment is 
necessarily subjective in nature. However, this 
subjectiveness is of value in determining ranges of 
socially acceptable behavior.
Researchers have considered the concept of social 
skills in a variety of ways. Gresham (1981a} defined 
behaviors as socially skilled or unskilled if current or 
future social outcomes could be predicted. Social skills 
have also been generally defined as socially acceptable 
learned behaviors that enable a person to interact with 
others in ways that elicit positive responses and help to 
avoid negative responses (e.g., sharing, helping, 
complimenting) (Gresham & Elliott, 1984). In addition, 
Gresham and Elliott operationalized social skills problems 
into four general areas based on the acquisition and 
performance of skills. These researchers were primarily 
concerned with whether or not a child knew how to perform a 
skill and whether or not an interfering behavior was 
present. By more finely assessing for these factors, one 
can specifically target the type of deficit and its 
influencing circumstances and thereby increase the chances 
of successful remediation. GreBham and Elliott identified 
four categories: social skill deficits, social performance
deficits, self-control skill deficits, and self-control
performance deficits. This model was modified (Elliott & 
Ershler, 1990) to include "interfering behaviors" as a more 
general term instead of self-control. Thus changing the 
self-control skills deficit to a social skills acquisition 
deficit with interfering problem behaviors, and the self- 
control performance deficit to a social skills performance 
deficit with interfering problem behaviors.
Social skill deficits are present when the subject does 
not have the requisite skill in his or her repertoire.
This type of problem generally is remediated through the 
use of interventions such as modeling, behavioral rehearsal 
and/or coaching. Social performance deficits on the other 
hand, occur when the prerequisite skills are present, but 
the child does not exhibit them at an appropriate level. 
Peer initiations, psychodrama, contingent social 
reinforcement, and token reinforcement are typically 
utilized in treating social performance deficits. Although 
the differentiation between skill and performance deficits 
generally are recognized, Gresham and Elliott (1984) take 
their assessment a step further by considering whether or 
not an interfering behavior (e.g., physical aggression, 
anxiety) is present. In a social skills acquisition 
deficit with interfering behaviors, the interfering 
behavior may hinder the actual acquisition of the skill. 
This type of problem would require strategies for reducing 
the interfering behavior in addition to teaching the skill.
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Anxiety reduction techniques, such as desensitization, used 
in conjunction with modeling and coaching, or self-control 
strategies are techniques used with this type of social 
skill deficit problem. Interfering behaviors can also 
hinder performance of already acquired skills. The 
presence of the interfering behavior and inconsistent 
performance are usual cues in the assessment of this type 
of social skill problem. Interventions for performance 
deficits include teaching inhibition of inappropriate 
behaviors and reinforcement contingent upon appropriate 
behaviors. Although much of the literature still broadly 
defines social skills, Gresham and Elliott have presented a 
method for specifically conceptualizing problems and 
identifying distinct aspects of a complex area which may 
help to guide remediation.
Attempts have been made to operationally define social 
competence and social skills in terms of important aspects 
germane to evaluation of the problem area. Within the 
current realm of definitions, three areas seem to play 
significant roles in both the identification and 
quantification of the problem; peer acceptance definitions, 
behavioral definitions, and social validity definitions. 
Peer Acceptance Definitions
The peer acceptance approach to defining social 
competence generally refers to the use of indices of peer 
acceptance as the criteria for judging social skillfulness.
A number of researchers have utilized sociometric 
techniques to identify children who are or are not 
considered socially skilled (Asher & Hymel, 1981; Gottman,
1977; Ladd, 1981) . Although children may be good judges of 
popularity, which in turn may be a sign of social 
skillfulness, defining social skills in terms of peer 
acceptance ratings does pose some problems. One problem is 
that the information gathered from sociometrics gives an 
overall picture of where a child stands within the group 
but fails to give information as to the specific behaviors 
resulting in the ranking. Therefore, it does not provide 
usable treatment strategies or specific knowledge as to 
what social skills are important to children and how these 
judgments are made. Another problem with the use of a peer 
acceptance model has to do with the age group being 
considered. Eisenberg and Harris (1984) caution that the 
use of sociometric measures may not be appropriate for all 
ages, particularly young children. Sociometrics have been 
shown to be less reliable for children younger than 4 years 
of age (Hymel, 1983). In addition, it has been pointed out 
that predictive validity studies for sociometrics with 
young children are not available (Eisenberg & Harris,
1984) .
Behavioral Definitions
Several researchers have espoused a behavioral approach 
to the defining of social skills (Bellack & Hersen, 1979;
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Strain, 1977). Within this definitional context, social 
skills are seen as situationally specific responses which 
increase the likelihood of positive reinforcement and/or 
decrease the probability of punishment. A behavioral focus 
targets specific observable units of behavior. This type 
of approach allows for a functional definition with 
specification of both antecedents and consequences which 
influence the occurrence of the behaviors. Since social 
behaviors do not exist in a void, a number of factors are 
considered to interact and influence one another which in 
turn influence resulting behaviors. Bandura (1978) 
described these interactions in terms of an ecosystem in 
which different person variables and setting 
characteristics influence behaviors in a reciprocal manner. 
These diverse influences from multiple people and settings 
may provide one explanation as to the uniqueness of social 
personalities.
In the behavioral approach, a functional analysis 
provides operationalized criteria that can facilitate 
remediation. However, it does not ensure that the assessed 
social behaviors are socially significant or socially 
important. As Gresham and Elliott (1984) pointed out, 
increasing frequencies of defined social skills does not 
necessarily effect outcomes valued by society.
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Social Validity Definitions
Gresham and Elliott {1984) recognized the value of a 
behavioral definition, but pointed out that social 
importance or significance of assessed behaviors was not 
taken into consideration within the behavioral approach.
A social validity definition considers social skills as 
those behaviors which lead to important social outcomes 
such as peer acceptance, popularity, positive judgments by 
significant others or behaviors known to correlate with 
these aspects. By considering the social value and 
importance of the behaviors, clinicians can target useful 
areas for skill training and remediation. Placed within a 
functional context, these skills are more likely to 
generalize due to the natural reinforcement society 
provides.
Although various approaches do exist for the 
conceptualization of the construct of social skills, it is 
likely that each approach contributes something to our 
overall understanding. The diversity of definitions 
underscores the need to use multiple methods of assessment 
in defining specific problem areas and their effects on the 
person, the environment, and the capacity to interact 
socially.
Developmental Issues 
Within the context of developmental issues, a number of 
factors must be taken into account. This section will
11
consider specific issues germane to the young child; 
behavioral components and other variables which influence 
the development of social competencies, and enhance or 
impede social development; and research with the 
handicapped population.
The Young Child
Social skills of older children have been more widely 
researched than with younger children. This may partially 
be attributable to the difficulty in assessing preschool 
children. With less developed communication skills, most 
preschool assessments must rely on information from others 
{e.g., raters, observers, interviewees). Although some 
critics of this approach maintain that results from these 
ratings are biased, social skills are a reflection of our 
social environment, the behaviors considered important by 
others certainly have validity in determining the range of 
behaviors which are socially acceptable. When considering 
the emergence of any skill in young children, it is 
essential that a normal developmental course be taken into 
account. Without a normative perspective, skill deficits 
and incompetencies cannot be clearly understood or 
identified. Research on the normal social skills 
developmental course in young children can be characterized 
in two categories: (a) studies considering the increasing
sociability as age increases; and (b) studies identifying
12
cognitive, linguistic and behavioral components of 
successful sociability (Elliott, Barnard & Gresham, 1989).
Caution must be exercised in the identification of 
social skills problems with a young population. At a young 
age, deficits in skills are expected, and must be 
considered in a normative context.On the other hand, 
support is evident that the early detection of social skill 
problems enhances remediation (Gerken, 1979; Reynolds, 
1979). Knowledge of developmental sequencing is therefore 
important in gaining a clearer picture of normality prior 
to targeting problem areas.
Early studies (Parten, 1932) considered social 
development of preschool free play as progression from 
solitary (2 to 2 1/2 years) to parallel (2 1/2 to 3 years) 
to cooperative (4 1/2 years) play. However, in a 
longitudinal study, Smith (19 78) provided evidence that 
parallel play was characteristic of the youngest children 
and that three- and four-year-olds alternated between 
solitary and interactive play. Thereby providing support 
that interactive behavior may occur earlier in the 
developmental sequence and parallel play not solitary play 
may be a less mature form. Smith's findings have been 
supported by others (Rubin, Maioni, & Hornung, 1975). 
Although there are disagreements about the course of 
development of social play, it is generally supported that 
there is a greater frequency of engagement in socially
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cooperative activities in older preschool children, than 
younger ones. Elliott and Ershler {1990) cautioned that 
even though there is general agreement that social 
interactions increase ontogenetically, it is still 
questionable as to whether social skills develop as a 
result of play objects mediating interactions among peers 
{Mueller & Lucas, 1975), or from actual social experiences 
(Lewis, Young, Brooks, & Michalson, 1975).
Influencing Variables
Behavioral components of successful interactions are 
important for both a conception of normal developmental 
trends and the remediation of social skill deficits. In 
terms of social initiation, (i.e., how the child initiates 
social interaction), Leiter (1977) found specific behaviors 
associated with the request to play influenced the 
likelihood of acceptance. Specifically, whining, crying, 
begging, or coercion behaviors increased the likelihood of 
denial, while friendly, smiling initiations along with 
suggestions for an activity were more likely to be 
accepted. Specific behaviors associated with popular 
children's successful group entry have included the ability 
to alter entry communications to fit ongoing play 
situations, clear indications of who is being addressed in 
entry statements, and communication with all children in 
the play situation (Hazen, Black, and Fleming-Johnson, 
1984). In a review of this research Elliott and Ershler
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(199 0) concluded that nonverbal and verbal communication 
behaviors that identify the entering child's desire and 
awareness of the necessary accommodations characterize 
successful social interactions.
Developmental research has also considered skills 
needed to maintain social interactions. Asher (1978) cited 
skills employed by children to maintain interactions such 
as perspective-taking abilities of adjusting communications 
to other children's needs, and reinforcement strategies 
such as praise, approval, and going along with other 
children's wishes. Conflictual interactions have been 
studied by Hartup, Laursen, Stewart, and Eastenson (1988). 
These researchers found that there was no difference 
between conflicts among friends and nonfriends in terms of 
situational inducement, frequency, or duration. However, 
these situations did differ in that friends made an effort 
to maintain the interaction in spite of the disagreement.
While these behavioral correlates are particularly 
important in the understanding of prosocial development, a 
number of other variables have been identified as important 
in describing normal development of social behavior. Age 
clearly has been shown to be a crucial factor in the 
development of social skills and social competence. The 
recognition of normal patterns of development is essential 
to the identification of at-risk or skill-deficient 
children, as well as for the planning and implementation of
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treatment programs. In a review of interventions, Conger 
and Keane {1981) pointed out that age was a variable 
typically neglected as an influencing factor. However, as 
with any skill, age appropriateness is of critical 
importance in both the assessment of problem areas and the 
determination of normalcy. Conger and Keane found age 
differences related to the type of skills needed in 
successful interactions. In young children (1 to 3 years) 
attention to the object of interest and to the listener or 
speaker, providing feedback, taking turns, proximity and 
relevance of content all played an important role. With 
Three- to five-year-olds, listener responsiveness, use of 
attention getting cues, mutual attention, maintaining 
attention and positive reinforcement were some of the 
important variables; and with older children {9 to 12) 
communications that were positive, helpful and 
communicative were the important factors. In addition, 
variables such as physical attractiveness, athletic 
abilities, language skills, family background, and gender 
have been shown to influence the judgments of others 
(Halle, 1985,; Hops & Finch, 1985; McIntosh, 1988; Rogers- 
Warren & Warren, 1984). In an exploratory study by Elliott 
et a l . (1989); sex, race, language ability, and family
structure were shown to influence teacher and parent 
ratings of preschoolers' social behavior. These authors
16
suggest these variables may also influence the actual 
development of the skills.
Other studies have looked at the specific behaviors 
that young children exhibit within social settings. 
Feldbaum, Christenson and O'Neal (1980) investigated the 
assimilation of newcomers into an existing preschool group. 
New children were found to have high frequencies of spatial 
isolation, off-task, and nonsynchronous on-task behaviors 
and low frequencies of activities involving mutual goal 
orientation, division of labor, communication and 
synchronization with the activities of others. These 
researchers also found sex differences in the rates at 
which a newcomer's interaction frequencies approached the 
frequencies of the established group members, with males 
more quickly approximating interaction frequencies and 
females remaining spatially isolated longer. Females also 
were more oriented toward the teacher than were the males. 
Although these findings are interesting, the sample sizes 
were prohibitively small (i.e., 6 males and 6 females). In 
addition, as the authors themselves caution, sociometrics 
were not used so that acceptance by the group was not 
determined.
In a review of developmental issues, Eisenberg and 
Harris (19 84) considered a number of age distinctive 
variables which influence social competence in the 
developing child. Although this review is lacking other
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areas of social competence research (e.g., behavioral 
correlates) it does shed some light on the development of 
behaviors typically considered important in terms of social 
skills. Eisenberg and Harris' review concentrated on five 
basic aspects of social competence (a) perspective taking; 
(b) friendships, (c) interpersonal strategies and problems 
solving, (d) moral judgments, and (e) communication skills. 
Each of these areas are reviewed below.
Perspective taking. Children's understanding of the 
intentions, motives, and/or thoughts of others, and the 
ability to understand others emotions and the situations 
eliciting these emotions provide a general framework for 
considering the development of social cognition {Flavell, 
1985; Flavell, Botkin, Fry, Wright, & Jarvis, 1968). A 
person must first have the knowledge that something exists 
(e.g., others have thoughts, intentions, motives). This is 
referred to as the Existence phase. Next, there must be a 
need to make some type of inference about others (e.g., 
direct their behavior). Following this Need phase, one 
must engage in the mental activities that enable inferences 
to be made, known as the Inference Phase, and finally the 
Application phase in which the information gathered is used 
to modify one's own behavior.
As with most cognitive theories, there is inherent 
difficulty in studying covert actions such as cognitions 
and the necessary inferential nature of such social
18
phenomena makes concrete results difficult to obtain. 
However, these researchers have indicated that children's 
abilities to understand the thoughts, intentions or motives 
of others increases with age as a sequence of developmental 
perspective taking occurs. Similarly, evidence exists that 
children's affective role taking abilities (i.e., 
understanding of others emotional situations) also 
increases with age (Borke, 1971). The literature also 
suggests that as children graduate to elementary school, 
their abilities to understand conflicting emotions begins 
to emerge (Harris, 1983).
The relationship between role-taking ability and 
social competence is a tenuous one. Gresham (1983) pointed 
out that improved role-taking ability as demonstrated by 
role play situations does not in and of itself lead to 
improved social competence. None the less, perspective 
taking abilities have been linked to social status (Ford, 
1982), and friendship (McGurie & Weisz, 1982}. Eisenberg 
and Harris (1984) suggested these inconsistencies may be 
due to measurement issues, however, it seems reasonable to 
assume that perspective taking may be a mediating variable 
interacting with other variables in predicting social 
success and that the training of role-taking in isolation 
would not be a useful intervention.
Friendships. Since a common method of determining 
social competence is with sociometrics, how friendships
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develop and are maintained are important considerations. A 
large body of research has indicated there are 
developmental changes in children's conceptualizations of 
friendships. The child's ability to move from concrete to 
more abstract thinking appears to underlie the changes in 
definitions and expectations of friendship. Very young 
children are self centered in their views of friends 
concentrating primarily on how the person satisfies one's 
own needs, as opposed to reciprocal and mutual 
relationships of older children. Momentary acts between 
people define young friendships and enduring, affective 
relationships appear more important for older individuals 
{Bigelow, 1977; Damon, 1977; Furman & Biermen, 1983). For 
preschool and early elementary school children, friends 
have been characterized as fun, nice, and sharers of 
objects (Damon, 1977). Friendships are viewed as 
transitory and individual differences are not heavily 
considered. With older children (middle elementary 
school), peers were judged as friends if they provided 
support and assistance to each other. Trust, loyalty, and 
admiration were also reported as important characteristics 
(Bigalow, 1977; Damon, 1977). In later elementary school, 
intimate, mutual understanding, helpfulness, frankness and 
sensitivity were included in important friendship 
characteristics, and communication emerged as an end in 
itself (Bigalow, 1977; Damon, 1977). It is at this later
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stage that friendships began to be seen as having 
continuity over time (Selman, 1981}. Due to these changing 
perceptions of friendships, interventionists should be 
aware that the different skills needed at the different 
ages will require individualized age - appropriate 
treatments.
Interpersonal problem solving. Shure and Spivack 
{1982) have researched the relationship between 
interpersonal problem solving skills and social competence. 
These researchers report children scoring poorly on social 
skills ratings from teachers were also likely to be skill 
deficient as shown by the ratings of Bix interpersonal 
cognitive problem-solving skills {ICPSJ when compared to 
normal children (Shure & Spivack, 1972). In addition, 
training in ICPS skills has resulted in improved teacher 
ratings of social adjustment (Shure & Spivack, 1978}.
There have been some inconsistent findings regarding the 
Shure and Spivack research. While Olson, Johnson, Belleau, 
Parks, & Barrett (1983) found a significant correlation 
between the generation of alternating problem solutions and 
the number of peer interactions for four- and five-year- 
olds, Ladd and Olen (19 79) found no relation between 
generating alternative solutions and sociometric standing 
for third and fifth grade boys. Furthermore, girls of low 
sociometric status were higher in their level of generating 
a variety of alternative solutions. One issue which has
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been discussed in Che social skills literature that may be 
pertinent to these inconsistent findings is the research 
demonstrating that the number of social interactions is not 
related to social competence (Asher, Markell, & Hymal 1981; 
Gresham, 1981b; Hartup, 1983). Another criticism of the 
utility of Shure and Spivack's research concerns the 
dilemmas used for evaluating particularly young subjects. 
Krasnor and Rubin (1983) found the situations employed in 
Shure and Spivack's assessment of skills were not 
representative of frequent social events in preschool 
settings. Therefore the validity of such measures at the 
lower end of the developmental continuum is questionable.
Moral iudcrments. Damon (1977) and Eisenberg (1982) 
have both considered the age perspective and the 
development of moral reasoning. These researchers 
maintained that moral reasoning demonstrates a 
developmental sequence from self- oriented to internalized 
concerns. It appears that children's expressed values and 
the quantities of positive behaviors with peers, social 
assertiveness, and interpersonal interactions, as well as 
the number of times approached by others, may be related 
(Eisenberg & Harris, 1984). Eisenberg and Harris note that 
variability in children's interactions is to be expected 
due in part to differing value systems.
Communication skills. A number of studies reportedly 
relate friendly communications with peer acceptance and
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positive peer reaction to initiations (Eisenberg & Harris, 
1984). As language develops, the importance of social 
interaction in the development of communication skills 
appears relevant to the development of social competence. 
Keane and Conger (1981) indicated a number of developmental 
changes which occur and affect social interactions. 
Attending, providing feedback, and relevance of content 
appear important to very young children (l to 3 years). 
Maintaining attention, responsiveness, and attention 
getting cues become more important as age increases, along 
with appropriate pausing and positive communications. 
Eisenberg and Harris (1984) also make the case that 
comforting communications involved in providing support for 
friends may be increasingly important in the elementary 
grades.
The Handicapped Child
Most of the developmental research in the social skills 
area has utilized older nonhandicapped children. However, 
a well supported body of literature suggests mildly 
handicapped children including learning disabled (Bryan & 
Bryan, 1978; Gresham & Reschly, 1986), behaviorally 
disordered (Stumme, Gresham, & Scott, 1982), mildly 
mentally retarded (Gottlieb, Semmel, & Veldman, 1978), and 
mildly educationally handicapped students (Morrison, 
Forness, & MacMillian, 1983), exhibit social skills 
deficits. In addition, lower sociometric status in
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mainstreamed classroom settings has also been associated 
with these students (Gresham, 1981b). Therefore, this 
population provides an opportunity for considering specific 
factors involving social skills deficits.
One approach for considering developmental issues has 
been to compare developmentally delayed children with 
normal children. A number of studies have looked at 
differences between handicapped and normal populations.
Some research has shown handicapped children do exhibit 
significantly more socially inappropriate behaviors 
(Gresham, 1982b, 1986; Semmel, Gottlieb, & Robinson, 1979), 
and have lower sociometric status than nonhandicapped peers 
in mainstreamed classroom settings (Gottlieb, 1981;
Gresham, 198lb). However, it is unclear as to why this 
phenomena exists. One possible explanation can be found in 
a study by Gresham and Elliott (1988) which assessed 
teachers' ratings of social skills for mildly handicapped 
and non-handicapped students. Using the teacher form of 
the Social Skills Rating Scale (SSRS-T), teachers were 
found to value academically related social behaviors more 
highly than peer-to-peer interactions regardless of 
classification. Handicapped children often demonstrate 
difficulties with academic behaviors and as a result, 
teachers may be more likely to identify handicapped 
children as socially unskilled due primarily to their 
delayed academic performance. As Lambert (1976) pointed
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out, children are often referred for special education 
assessment when they fail to fit a teacher's expectation.
Bailey and Simeonsson (19 85) maintained that 
handicapping conditions themselves may affect a child's 
functional capacity to perform socially acceptable 
behaviors. An inability to perform certain motorically- 
based social behaviors such a speaking, smiling, or 
laughing, may reduce the likelihood of positive social 
interactions. In addition, some external devices such as 
braces, wheelchairs or communication devices may frighten 
other children, thus reducing the possibility for social 
interaction. Since some evidence does exist suggesting a 
child's behavioral style develops by interaction within the 
environment {Carey & McDevitt, 1978), the reactions of 
others in that environment may have a profound effect on 
the development of basic skills. In addition, Bailey and 
Simeonsson suggested that problems with receiving and 
comprehending certain stimuli needed for social interaction 
also affects children handicapped in those areas. As a 
result, the handicapping condition itself may provide 
barriers for successful development within the social 
skills area.
How teachers judge children's social skills, 
particularly at early ages, can be of vital importance. 
Since a number of referrals for psychoeducational 
assessment are made because of social skills problems,
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children with skill deficits may be disproportionately 
represented in referred or identified special services. 
Gordeon and Thomas (1967) found that teachers of 
kindergarten students judged children with certain socially 
skilled behaviors (e.g., more approachable and more 
adaptable) as more intelligent. It is well accepted that 
teacher expectations influence teacher behaviors (Brophy, 
1981; Brophy & Good, 1974). Therefore an interesting point 
of research would include an empirical look at teachers' 
expectations for social behaviors.
Children who are considered at risk for future 
educational handicapping conditions are also an important 
area for research, given the evidence that early 
intervention can help reduce the risk of subsequent school 
failure (Lazar, Hubbell, Murray, Rosche, & Royce, 1977).
In a longitudinal study (Werner & Smith, 19 82), findings 
concerning familial influences on childhood development 
suggested that when children were exposed to chronic 
poverty and stressful life events, they had an increased 
risk of developing serious, persistent problems. Other 
researchers have also associated low SES with a number of 
potential risk factors (Sameroff & Seifer, 1983).
Predictive accuracy has been demonstrated with lower SES 
associated with poorer outcomes of school achievement 
(Tramontana, Hooper, & Selzer, 1988).
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Assessment Issues
The assessment of social skills and social competence 
is complicated by the variety of definitional issues 
presented earlier. Forms of assessment typically used in 
social skill analyses include sociometrics, self reports, 
naturalistic observations, behavioral role plays, and 
ratings by others. This section reviews typical methods of 
measurement utilized in assessment and specific assessment 
issues related to the preschool population.
Methods
Hops and Greenwood (1981) classified social skill 
assessment techniques in terms of the underlying purpose of 
the assessment. The information garnered from assessment 
was characterized as serving one of two basic purposes (a) 
selection/diagnosis to determine whether or not a problem 
existed; and (b) intervention/therapy to identify a 
functional analysis of the problem and a plan for 
implementing and evaluating interventions. Depending on 
the specific purpose of the assessment, the type of 
strategy utilized differs. When selection or diagnosis is 
the primary aim, typical assessment strategies include 
sociometrics, ratings by others, self-reports, and 
behavioral role plays. In contrast, behavioral interviews, 
natural observations and self-monitoring are typically used 
for intervention/therapy assessment (Gresham & Elliott 
1984).
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Sociometric techniques. Sociometric assessment 
requires children to make preferential choices regarding 
their peers. Social status is assigned according to the 
score obtained on a sociometric measure. Typical 
sociometric procedures include peer nominations, in which 
subjects are asked to identify all classmates who they like 
the most (unlimited choice) (Busk, Ford & Shulman, 1973), 
or nominate a given number of peers (fixed-choice) 
(Dunnington, 1957). Coie (1985) pointed out that by 
restricting nominations to positive choices, neglected 
children (i. e., those receiving no positive or negative 
nominations) could not be distinguished from rejected 
children (those receiving only negative nominations). Coie, 
Dodge, & Coppotetti, (1982) developed a sociometric 
classification system which is gaining wider attention.
With this procedure, children nominate three most liked and 
three least liked peers. With the use of standard scores 
children are subsequently classified into the following 
five status groups: popular (a high number of positive and 
low number of negative nominations); average (an average 
number of positive and negative nominations); controversial 
(high number of both positive and negative nominations); 
neglected (low number of both positive and negative 
nominations) and rejected (low positive and high negative 
nominations). Use of both positive and negative 
nominations has been supported by researchers who claim
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that two dimensions of status are being assessed (Asher & 
Hymel, 1981; Hartup, 1970, 1979). Accordingly, positive
nominations measure acceptance by peer group and negative 
nominations measure rejection from peer group. Because 
correlational analyses of these two dimensions are 
relatively weak, they are not considered opposite ends of 
the continuum, but eeparate dimensions of sociometric 
status (Gresham & Elliott, 1984).
Another form of sociometrics is peer ratings. This 
technique utilizes Likert type rating scales on which peers 
are rated. Gresham (1981a) found that peer nominations and 
peer ratings may actually differ in the aspect of status 
each is measuring. Gresham's factor analysis study 
demonstrated nomination scores loaded on the factor of 
friendship, while ratings loaded on the factor of general 
acceptance.
Some studies have reported a good correspondence 
between sociometrics and natural observations such as 
frequency of interaction, rates of disruptive behavior and 
on-task behavior, (Bolstad & Johnson, 1972; Greenwood, 
Walker, Todd & Hops, 1979). However, sociometric measures 
do not appear to be a reliable method of measurement for 
children younger than four years of age (Hymel, 1983). 
Therefore, sociometric procedures are of questionable 
utility when assessing preschool children. As noted 
earlier, another problem with sociometrics is the limited
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information provided. Sociometrics give a rather general 
overall picture of the child within his peer group but 
offer no information as to specific effective skills or 
problematic behaviors.
Ratings by others. Hops and Finch (1982} advocated 
judgments by others as the most appropriate measure of a 
child's level of social success. Correlations between 
measures by different raters are not very high, however, it 
has been pointed out that low correlations may be because 
of setting differences (Gresham, 1981a; Hops & Finch,
19 82). For example, in a preschool setting peers and 
teachers observe the same behaviors and have moderate 
significant correlations (Connolly & Doyle, 1981;
Greenwood, Walker, Todd & Hops, 1979). In elementary 
school, the similarity of the setting decreases as do 
correlations (McConnell, 1982). Settings are often 
completely different at home and at school and correlations 
between parents and teachers are relatively low (Becker, 
1960). Judgments also may be biased by other set 
standards. For example, teachers stress academics, whereas 
parents seem to stress compliance with instructions or 
routines (Gresham & Elliott, 1988).
One explanation of the difference between nursery 
school teachers and teachers in upper grades is that 
nursery school teachers have the opportunity to observe 
pupils very closely and in different situations as well as
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under differing conditions, such as spontaneous free play. 
In upper grades, observations occur in fairly structured 
formal classroom settings rather than spontaneous social 
interactions (Mussen & Eisenberg-Berg, 1977). Therefore, 
teachers of very young children may be more accurate raters 
of social skills than teachers of older children.
Kahn and Hoge (1983) researched specific aspects of 
teacher judgments of social competence. Correlational 
findings suggested teachers may be differentially sensitive 
to making behavioral judgments for boys and girls.
Different dimensions of behaviors were considered important 
depending on a child's sex. Social adjustment was rated 
more important than personality adjustment for girls.
Where as personality adjustment was rated more important 
for boys. However, these differences may be primarily due 
to the scale itself rather than actual differences.
Rating scales provide numerous advantages and are 
popular methods for assessment purposes. Behavior ratings 
generally prompt attention to specific behaviors instead of 
perceptions of behavior. Therefore, information from 
these scales provide target behaviors that can direct 
intervention. Rating scales are generally easy to 
administer and score, and are time and cost efficient. In 
addition, improved psychometric investigations concerning 
rating scales are providing better instruments for 
assessment purposes (Elliott, 1990).
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Behavioral role play. The importance of behavioral 
role play in social skills assessment has been widely 
accepted (Bellack, 1979). Advantages of using behavioral 
role plays (BRPs) include the ability to assess low 
frequency behaviors, the representation of actual behavior 
rather than perceptions or ratings of the skill, 
researchers ability to have control over the setting and 
assess responses with selected stimuli, and the inexpense 
compared with data collected via naturalistic observation.
There are some well documented problems concerning 
the validity of BRPs including limited correspondence to 
the same behaviors in natural settings, poor prediction of 
sociometric status, and low and nonsignificant 
relationships between BRP, sociometric status, and teacher 
ratings of social skills (Bellack, Hersen, & Lamporski, 
1979; La Greca & Santogrossi, 19 80; Matson, Esveldt-Dawson, 
& Kazdin, 1983; Van Hasselt, Hersen, & Bellack, 1981). 
Gresham and Elliott, (19 84) questioned the value of knowing 
the level of social skills in a contrived setting if the 
goal is performance in a natural setting. However, these 
researchers advocated using BRPs as a means of 
discriminating skill and performance deficits.
Self-report measures. In general, children's self- 
report measures are used infrequently in children's social 
skill assessment (Gresham & Elliott, 19 84), Even though 
some attempts have been made to provide psychometrically
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sound self-report measures (Matson et al., 1983, Michelson 
& Wood ,1980), there is no convincing evidence that self- 
report measures are useful in predicting peer acceptance, 
peer popularity, teacher ratings, role play performance, or 
social behavior. Gresham and Elliott (1984) cautioned the 
use of these measures for selection or outcome measures. 
Problems with self-report measures are particularly salient 
when assessing young preschool children due to their 
limited verbal and cognitive development.
Interviews. In terms of obtaining a functional 
analysis of the social behavior in question, behavioral 
interviews can be extremely useful. Specifically, this 
method can assist in defining behaviors in observable 
terms, identifying antecedent, sequential, and consequent 
conditions, as well as in designing interventions (Bergan, 
1977; Haynes & Jensen, 1979; Witt & Elliott, 1983). In a 
review of 21 studies Gresham (1983) found behavioral 
interviews to be reliable and valid. However, Gresham and 
Elliott (1984) cautioned that there has not been adequate 
empirical evidence to support the use of this method to 
assess young children's social skills.
Observations. Like behavioral interviews, behavioral 
observations can be useful in providing information for 
intervention or therapy. Observing behavior in its natural 
setting has the highest degree of face validity of any 
method for assessing social skills (Asher & Hymel, 19B1).
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A significant relationship between observations and 
sociometric status has been demonstrated {Gresham 1981a; 
Putallaz & Gottman, 1981). One draw back of this 
assessment technique is the expense in terms of time for 
collecting data. However, utilizing behavioral 
observations along with other methods is likely to provide 
more accurate and valid findings.
Preschool Considerations
The preschool population present a number of 
considerations individual to assessment. Age, verbal 
skills and cognitive abilities all influence the type of 
technique which can be successfully used for accurate 
assessment. This fact probably goes a long way in 
explaining why there is a significant gap in the literature 
concerning social skills at a very young age. Because of 
the rapid rate of development in numerous facets of a 
preschool child's life, the ability to get solid, 
empirical, stable research findings is difficult. Due to 
these considerations, ratings by others appears to be one 
of the most suitable forms of assessment. Not only can 
ratings provide a structured measurable approach for 
assessing young, inarticulate subjects, but ratings are 
also a practical method of getting information from 
caregivers.
After reviewing the multiple ways of assessing social 
behaviors in children, the need for the assessment process
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to be multi-faceted is clear. Whichever assessment method 
is used it should be a reliable, valid, accurate and 
practical approach to the presenting problem.
Unfortunately, few social skills instruments meet all of 
these criteria. As a precaution, Elliott and Ershler 
(1990) suggested the use of multiple sources of 
information. Specifically, for classification decisions 
they recommend using direct observations with target child 
and nontarget peers in multiple settings; interview with 
referral sources; norm-referenced rating scale data; and 
sociometric data. For intervention decisions they suggest 
using multiple direct observations across settings; 
behavioral role-plays; teacher and parent ratings; and 
interviews to assess settings, and acceptability and 
implementation integrity issues.
Conclusion
The general realm of social competence and the specific 
components of social skills are complex, multifaceted 
areas. However, no one living in a society can avoid 
social interaction. Very young children are particularly 
vulnerable to developing ineffective or inappropriate 
social skills due to the rapid, concentrated development of 
all skills at this age. The literature supports the notion 
that social skills deficits early in life may set up a 
pattern of social maladjustment throughout life.
Therefore, accurate assessment and successful treatment of
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social skills deficits are critical tasks for those 
involved in early childhood education. It is difficult to 
know if deficient social skills affect cognitive 
development or vice versa, but attention to social aspects 
of behavior appears important with any young child 
demonstrating difficulties.
Much of the literature on social competence, social 
skills deficits, and assessment of these areas concerns 
children older than the preschool age population discussed 
in this paper. Although there have been some attempts to 
extend the knowledge base of normative behaviors from the 
elementary school child to the preschool child (Elliott et 
a l ., 1989), empirical studies are needed to investigate 
specific preschool social characteristics and to replicate 
or differentiate findings from studies of older 
populations.
Gresham and Elliott (19 84) concluded that as consensus 
about definitional issues of social skills occurs place and 
more multimethod research is conducted, then more reliable, 
accurate and valid assessment of social skills will evolve. 
Hopefully this will lead to better, more effective 
treatments of social skills deficits.
The Present Study
The literature suggests handicapped children have 
demonstrated deficits in social skill behaviors relative to 
normal peers (Gottlieb, 1981; Gresham, 1982b; Guralnick,
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1986; Strain, Odom, & McConnell, 1984). However, knowledge 
of specific deficit areas and expectations has not been 
extended downward to the preschool aged child. In 
particular, it is important to know what specific behaviors 
occur, their frequency, and which are most essential to 
effective social functioning in preschool children. In 
addition, delineating the functional differences between 
those children at risk for mild handicapping disorders, 
(e.g., learning disabled) and non-handicapped or typical 
preschool children is an important question. With the 
enactment of P.L. 99-457, the need for assessment and 
treatment of young at risk children in multiple areas, 
including socialization, has been recognized. In addition, 
this new law has mandated parental involvement in the 
development and implementation of goals on individual 
education plans (I.E.P.'s). At a minimum, there must be a 
recognition of different priorities or expectations for 
social behavior in home versus school environments. 
Knowledge of discrepancies between home and school may 
assist in successfully planning for remediation of social 
deficits. The present study compared j-eschool children 
at-risk for educational handicapping conditions with 
typical preschool children. The rationale for comparing 
children at-risk for educational difficulties is that 
children with more severe disorders such as moderate or 
severe mental retardation, medically involved disorders, or
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disturbances such as autism or other forms of emotional 
disorders, are often diagnosable at the preschool age, and 
there may be many other more critical areas to be addressed 
in the school setting rather than the specific social 
skills which are measured by the SSRS. In addition, there 
is presently no compelling evidence to suggest the two 
rating scales utilized in the present investigation, the 
Social Skills Rating System (SSRS) (Gresham & Elliott,
1990) or the revised Conners Rating Scale (CRS) (Goyette, 
Conners, & Ulrich, 1978) are adequate to measure relevant 
social behaviors in a population of children with more 
severe handicapping disorders. At-Risk children 
potentially become part of the mild handicapped population 
upon entrance into school (Sameroff & Seifer, 1983, Parker, 
Green & Zuckerman, 19 88). Problems which may be the result 
of learned helplessness, academic frustration, 
inappropriate modeling, learning disabilities, or mild 
cognitive delays, often result in behaviors in children 
which significantly hinder social interaction. The 
majority of the research with the SSRS has focused on older 
children with mild handicapping conditions. Since 
categorical classification at the preschool level is 
questionable at best, a generic group of At-Risk preschool 
children served as the target population for the current 




There are many research questions which could validly 
be proposed. However, the present study concentrated on 
the following:
1. Do At-Risk preschool children exhibit more social 
skills deficits, as rated on the SSRS and more behavioral 
concerns as rated on the revised CRS, than Typical 
preschool children?
2. What is the relationship between teachers' and 
parents' ratings of social skills for At-Risk and Typical 
preschool children?
3. Can social behavior be considered a valid predictor 
for differentiation between At-Risk and Typical preschool 
children? And can the SSRS and the revised CRS be used to 
discriminate between At-Risk and Typical preschool 
children?
4. Which specific SSRS behaviors are considered most 
important to teachers and parents?
Secondary Research Questions
While conducting this study, the psychometric 
underpinnings of the SSRS and the revised CRS for the 
preschool population was also evaluated. Although test 
validation was secondary to the present study, there were 
some important research questions concerning the SSRS and 
revised CRS, and their ability to measure the social 
behaviors of preschool children. The SSRS is one of the
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few behavior rating scales to provide normative data for 
the preschool age. It is also unique in providing 
information on the importance of the measured social 
behaviors. With the use of multiple raters, parent and 
teacher, the SSRS provides an empirically-based method for 
obtaining comparable ratings from both sources of data.
The revised CRS has been widely utilized in research and in 
clinical settings for the quantification of children's 
behaviors. As with the SSRS, the revised CRS also was
normed on a preschool population. Due to the fact that the
preschool population is much less represented in the 
normative samples of both scales, as well as the research 
each instrument has spawned, important scale validation 
questions remain and must be addressed for both the SSRS 
and the revised Conners with the preschool population. 
Therefore the following secondary research questions were 
addressed:
5. Are the SSRS and revised CRS reliable measures of 
social behavior for preschool aged children as measured by 
the internal consistency of the scales?
6. Does a relationship exist between the SSRS and the
revised CRS with a preschool population?
Method
Subjects
The sample included 9 5 preschool children, rated by a 
teacher and a parent (mother, father, or guardian)* Forty- 
three children aged 34 to 62 months, with an average age of 
49 months, were from normal preschool settings, herein 
referred to as the Typical group. Fifty-two subjects, aged 
32 to 64 months (mean-50 months) were considered to be 
At-Risk for educationally handicapping conditions. The 
At-Risk children were drawn from those currently placed in 
Head Start programs and At-Risk preschool classes in public 
schools in Central Louisiana. Head Start programs have 
often been defined in research as "at risk" for educational 
difficulties (Gridley, Millar, Barke, Fischer & Smith,
1990; Parker et a l ., 1988). Head Start is based on the 
supposition that disadvantaged children are at risk and in 
need of early intervention. Communities sampled included a 
moderate sized city and three rural communities. Given 
the difficulties in matching the two groups on major 
demographic variable because of the inherent differences 
needed to qualify for the At-Risk class placement (e.g., 
low income), statistical analyses were used to examine 
demographic differences. Demographic frequencies appear in 
Table 1. Subjects were excluded if there was evidence of 
significantly impaired cognitive functioning below a mild
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Table 1




f n»4 31 At-Riskf n-521
Child n % n - _s
Sex Male 25 58 26 so
Female IB 42 26 50
Ethnicity Black 3 7 31 60
White 39 91 19 36
Native American - - 4
Siblings 0 6 14 6 12
1 17 40 18 35
2 12 2B 14 27
3- 7 16 12 23
Parent
Age 0-19 1 2 7 14
20-29 10 23 19 37
20-39 27 63 21 40
40-45 4 9 1 2
Sex Male 3 7 4 8
Female 40 93 43 87
Marital Status Harried 43 100 28 54
Single - - 13 29
Divorced - - - -
Separated — — 4 8
Ethnicity Slack 3 7 32 62
White 38 88 17 33
Education: self (spouse)
9th grade or less 3(1) 6(2)
sane high school 1(1) 2(2) 3( 11) 6(21)
grad high school 5(9) 12(21) 22(14)42(27)
some college 12(10) 28(23) 6(3) 12(6)
grad v o c .tech/bus. 6(2) 14(5) 3(2) 6(4)
grad 4yr college 19(21) 44(49) 11(1) 21(2)
Incone S 0 - S 4 ,999 - - 9 17
$ 5,000 - 59,999 5 12 1 2
$10,000 - $14,000 - - 11 21
$15,000 - $19,999 4 9 1 2
$20,000 - $24,999 1 2 11 21
$25,000 - $29,999 12 28 4 8
$30,000 - $34,999 3 7 3 6
$35,000 - $49,999 14 33 - -
$50,000 or above 2 5 - -
Teacher
Sex Male - - - -
Female 43 100 51 96
Ethnicity Slack - - 27 52
White 43 100 24 46
Education hiqn school - - 10 19
ton* college - - 23 44
college degree 4 9 8 IS
graduate training 8 19 10 19
graduate degree 31 72 — —
Experience 0-2 - - 5 10
3-5 - - 7 17
6-8 4 9 17 33
9- 39 91 ’2 42
Note. M l  totals do not equal 100% due to missing data on a 
nunber of denographic variables.
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level. Evidence of severe diagnosable disorders also 
precluded participation.
Materials
The Social Skills Rating System. The Social Skills 
Rating System (SSRS) (Gresham & Elliott, 1990) was 
utilized. The SSRS is a collection of rating scales which 
provide an assessment of social behavior across multiple 
raters. In addition, the scales are designed for use in 
rating children from the preschool level, through the 
secondary school level. The SSRS can utilize up to three 
raters; teachers, parents, and self (presuming a third 
grade reading level). At the preschool level, only 
teachers and parents are used as raters. The SSRS is 
divided into two scales, the Social Skills scale and the 
Problem Behaviors scale. The Social Skills scale is 
further divided into five subscales: Cooperation,
Assertion, Responsibility, Empathy and Self-Control. The 
preschool form in isolation only considers the Cooperation, 
Assertion, Self- Control, and Responsibility (parent only) 
subscales. Respondents on the SSRS rate each behavior on 
separate three-point scales indicating the frequency and 
the importance of given social behaviors. The frequency 
scale provides a means of determining how often a given 
behavior occurs. Ratings are either Never (0), Sometimes 
(1), or Very Often (2). The importance scale provides 
information about the social value of the behavior being
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assessed. The importance dimension ratings range from Not 
Important (0), Important (l), and Critical (2). The 
Problem Behaviors scale includes behavior that may 
interfere with appropriate social behaviors, and are also 
rated in terms of perceived frequency. The three Problem 
Behaviors subscales are labeled Externalizing Problems, 
Internalizing Problems and Hyperactivity. The preschool 
form does not consider the Hyperactivity subscale. Factor 
loadings of items for the preschool level teacher and 
parent forms as reported in the SSRS manual (Gresham & 
Elliott, 1990) are displayed in Table 2.
The number of items per scale vary in terms of the 
population being rated. The preschool level (ages 3.0 to 
4.11) has 40 items on the teacher scale and 49 items on the 
parent scale. The elementary level (grades k-6) has 57 
teacher items and 55 parent items, and the secondary level 
(grades 7-11) has 51 teacher items and 52 parent items. By 
necessity, there are some differences in items between the 
Teacher and Parent forms. However, there are also some 
common items which provide consistency across raters. 
Gresham and Elliott (1990) reported a 42% overlap between 
Teacher and Parent ratings.
The standardization sample for the SSRS included 4,170 
students, 50.6% female and 49.4% male. Handicapped 
students compiled 16.7% of the sample while there were 




uoaainaa tor cna parent ana xeacner 
Skills Ratina Svstsn Social Skills
FOI
and
-ms - Freicnooi Lever__81 tns
Problem Behavior Subacalaa
Parent Form Teacher Fora
Item Load Cocoeration Item Load Coooaration
27 .71 Puts away toys 12 .75 Introduce* self
16 . 70 Keeps roon clean 29 .75 Joins group
2 . 68 Helps with tasks 22 .69 Finishes assignments
4 .67 Attempts household tasks 18 .65 Uses free time
17 . 67 completes tasks 9 . 59 Participates in games
12 . 51 Volunteers help 1 .58 Follows directions
38 . 38 Communicates problems 6 . 58 Attempts tasks
30 . 30 Congratulates family 16 .54 Uses time while waiting help
31 . 30 Follows rules 27 . 49 Puts work away
9 . 29 Uses free time 10 . 44 Produces correct work
Itan Load Assertion . ... T t »  tjaad Assertion
25 .79 Hakes friends 25 .73 Invites others
23 .67 Shows interest In things 1? .70 Says nice things about self
32 . 67 Is self-confIdent 24 .70 Initiate peer conversation
36 .67 Is liked by others 8 .69 Gives compliments
15 . 53 Starts conversation 19 .69 Acknowledges compliments
34 .50 Joins group activities 2 .67 Hakes friends
29 .41 Receives criticism well 30 .64 Volunteers to help pears
8 . 38 Introduces self 3 .62 Tells when treated unfairly
20 .38 Express feelings when wronged1 11 .60 Helps you
6 .29 Participates in activities 5 .59 Questions unfair rules
Itan Load Cooneration Item Load CooDaration
18 .75 Controls temper with you 20 .85 Controls temper with peers
35 .72 Ends disagreements calmly 7 .81 Controls temper with adult*
19 .69 Controls temper with childreni 15 .71 Waits turn
22 .63 Attends to instructions 13 .66 Accepts pears' ideas
21 .60 Follows game rules 14 .64 Cooperates with peers
2B .57 Waits turn in games 4 .63 Responds appropriata teasing
1 .54 Follows instructions 23 .63 compromises in conflicts
14 .53 Avoids trouble situations 26 .63 Receives criticism well
39 .45 Speaks in appropriate voice 21 .61 Follows rules in games
11 .42 Responds appropriately 28 .56 Responds appropriately
when hit to peer pressure
Itan 1.nad RaanonaLbilitv
3 .68 Questions unfair rules
13 ,53 Invites others home
33 ,47 Attends to speakers
37 .47 Asks clerks for assistance
10 .46 Asks to us* others' property
24 .43 Answers phone appropriately
7 .41 Refuses unreasonable requests
30 .35 Congratulates family members
5 .34 compliments friends
26 .22 Compromises in conflict situations
Itan Load Extemalizina Item Load Externa11Zina
43 .68 Disturbs activities 34 .86 Disturbs activities
40 .65 Has temper tantrum* 37 .83 Is aggressive
42 .64 Argues with others 38 .77 Disobeys rules
47 .64 Disobeys rules 33 .75 Argues with others
41 .61 Fidqets 32 .72 ridgets
46 . 59 Is aggressive 31 .59 Has temper tantrums
Itan T.nad Intar nalizi no Item Load Internalllina
48 .74 Shows anxiety 36 .89 Appears lonely
49 .70 Acts sad or depressed 40 .80 Acts sad
45 .65 Appears lonely 39 .78 Shows anxiety
44 . 56 Says nobody likes him 35 .36 Says nobody likes him
Kat*^ Adapted fro* Social flk.llla Bating Sveta* by F.M Gresham and S. H. 
Elliott, 1990, p. 130,133. AGS: Minnesota. Reprinted by permission.
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included Learning Disabled (58.9%), Behavior Disordered 
(12.8%), Mentally Retarded (20.1%), and other (8.2%).
Racial breakdown included 73.2% white, 18.0% black, 6.1% 
Hispanic, and 2.7% other.
The specific standardization sample for the preschool 
sample was comprised of 212 preschool aged children. The 
children's ages ranged from 2 to 6, with the majority of 
the children in the 3 to 4 year old range (n-183). Males 
comprised 111 of the sample, with females making up the 
remaining 101. There were 162 whites, 3 8 blacks,
Hispanics, Asians and native Americans made up the 
remaining sample. The vast majority of the teachers were 
female (n=202), and mothers were the primary parent 
respondents (n«176). The preschool analysis was based on a 
national tryout sample including four states from different 
geographic areas (Florida, Louisiana, Nebraska, and 
Wisconsin), and was not part of the national 
standardization sample for the rest of the scale.
Reliability and validity data pertaining to SSRS 
preschool form has been reported by Gresham and Elliott 
(1990). Internal consistency using Cronbach's alpha was 
.90 for the total Social Skills scale for the Preschool 
parent form, and .94 for the teacher form. The total 
Problem Behaviors scale had a coefficient alpha of .73 
(parent) and .82 (teacher). These findings provide
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evidence that the SSRS is a relatively homogeneous measure 
of the construct of Social Skills at the preschool level.
The stability of ratings over time was also considered. 
A 4-week test-retest for the SSRS-T was .85 for the total 
Social Skills and .84 for the total Problem Behaviors. For 
the parent form (SSRS-P) the test-retest correlation was 
.87 for the total Social Skills, and .65 for the Problem 
Behaviors. However, it must be noted that this reliability 
was only measured using the elementary standardization 
sample. Interrater reliability between the SSRS-T and 
SSRS-P was demonstrated as a median total Social Skills of 
.31 and a median total Problem Behaviors of .30. Very high 
agreement is not expected due to the different perspectives 
of teachers and parents. The SSRS Standard Error of 
Measurement for subscales at the preschool level ranged 
from 3 to 10 standard score points at the 95% confidence 
level. Teachers were reported to have the lowest SEMs.
A validity study with elementary aged students 
comparing the SSRS-T with the Social Behavior Assessment 
(SBA) (Stephens, 1978), found correlations of £» -.68 for 
SSRS-Social Skills, and £;« .55 for SSRS-Problem Behaviors. 
In a second validity study, the SSRS-T was compared with 
the Child Behavior Checklist (CBCL)-Teacher (Achenbach & 
Edelbrock, 1983). Results indicated the externalizing 
factors of both the SSRS and the CBCL had a correlation of 
.75, and the internalizing factors of both scales
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correlated .59. These relatively high correlations indicate 
the SSRS-Problem Behavior scales are measuring similar 
constructs to the CBCL, The SSRS-T total Social Skills 
scale and the total Social Competence Factor on the CBCL 
correlated with an r of .81. A third validity study 
reported by Gresham and Elliott (1990) found students rated 
as well-adjusted on the Harter Teacher Rating Scale {HTRS) 
(Harter, 1985) have higher SSRS-Social Skills ratings 
(r=.70) and lower SSRS-Problem Behavior ratings (r«-.66). 
Gresham and Elliott also reported studies with the CBCL- 
Social Competence scale, which is completed by parents, and 
the SSRS-Parent form. The SSRS-P Social Skills scale 
correlated .58, and correlations between the Problem 
Behaviors scale and the corresponding CBCL scale was .70. 
Both the SSRS Problem Behaviors scale and The CBCL have two 
factors, an Externalizing factor and an Internalizing 
factor. Correlations between these two corresponding 
factors on these two scales indicated the Externalizing 
factors correlated .70, and the Internalizing factors 
correlated .50. As with the teacher studies, these parent 
findings were based on an elementary sample only.
Specific research with the SSRS Preschool forms is much 
more limited but there are indications of adequate 
concurrent validity between the SSRS and Vineland Adaptive 
Behavior scale with a correlation of .50. Test-retest
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coefficients were in the low ,70's with a coefficient alpha 
of .93 (Bacon, 1990).
Additional studies with elementary aged children have 
found that for regular education teachers, academic 
performance skills were the most important considerations 
for mildly handicapped and nonhandicapped students (Gresham 
& Elliott, 1988). The SSRS-T correlated moderately with 
teacher ratings of academic achievement (Clark et al., 
1985). Gresham et al., (1987a) demonstrated 75% correct
classification of mildly handicapped and nonhandicapped 
groups. Six-week test-retest reliability of .90, and an 
internal consistency reliability coefficient of .97 has 
also been found with these groups (Elliott, Gresham,
Freeman & McClosky, 1987).
The revised Conners Rating Scales. The Conners rating 
scales were originally developed to assist in the 
identification of hyperkinetic children (Conners, 1969,
1970, 1973). The original scales included a 93-item parent 
form and a 39-item teacher scale. The revised Conners 
teacher and parent rating scales were developed to include 
the most useful items from the longer versions as well as 
the reworking of certain items in order to combine related 
behaviors (Goyette, Conners, & Ulrich, 1978). In addition 
to the streamlined, time-efficient benefits of the revised 
version, the short form has the added benefit of being 
normed on the same group of children for both the parent
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and teacher forms. Also, the scale was extended downward 
to include children as young as three years of age in the 
normative sample. The revised teacher scale consists of 28 
items (CTRS-28) and the revised parent scale has 4 8 items 
(CPRS-40). Each item is rated on a four point numerical 
scale dealing with the presence or absence of a behavior. 
These descriptors include not at all (0), iust a little 
(1), pretty much (2), and very much (3).
For the purpose of the present study, the revised 
Conners teacher and parent scales (CTRS-28, CPRS-48) were 
utilized. Normative data from 570 children between the 
ages of 3 and 17 were obtained by Goyette, Conners, and 
Ulrich (1978). The standardization sample was obtained 
from a single geographic area (i.e., Pittsburgh, PA).
Males accounted for 55% of the group, Caucasians, 98%, 
Blacks and Asians each 1%. Specific to the preschool 
population, 3 to 5 year olds were lumped together and 
consisted of 74 children, 45 of which were males. Twenty- 
four of the preschool group also had teacher ratings (13 
males, 11 females).
Factor analysis of the CPRS-48 resulted in five 
factors: Conduct Problem, Learning Problem, Psychosomatic,
Impulsive-Hyperactive, and Anxiety. A sixth factor, also 
representing conduct problems, was combined with the first 
factor due to conceptual overlap. Factor analysis of both 
mothers' and fathers' ratings extracted the same set of
factors with ratings that were highly similar, and 
accounted for 49.2 % and 46.9 % of the variance 
respectively. The CTRS-28 revealed three factors which 
accounted for 61.7 % of the variance: Conduct Problem,
Hyperactivity, and Inattentive-Passive. In comparison to 
the original Conners scales the factor structures of the 
revised scales were almost identical. The CPRS-93 
(Conners, 1973) obtained 8 factors, the first five were 
obtained in the revised analysis. The CTRS-39 (Conners, 
1969) resulted in 5 factors, the first three of which were 
obtained in the CTRS-28.
Item analysis of parent ratings revealed a correlation 
of .59 between mothers and fathers with individual item 
correlations ranging from .13 to .65. There were no 
significant differences between mothers and fathers in 
terms of interrater reliability. Parent - teacher 
correlations ranged from .33 on the Conduct Problem factor, 
.36 on the Impulsive Hyperactive-Hyperactivity factor, and 
.45 on the Learning Problem -Inattentive Passive factor.
For the CPRS-48 there were significant gender effects 
with males demonstrating higher scores on the Learning and 
Conduct Problem factors. Age was found to be significant 
on Psychosomatic and Impulsive-Hyperactive factors, with 
younger children exhibiting less psychosomatic and more 
Inattentive-Hyperactive problems.
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With the CTRS-28, significant age effects were found 
for Conduct Problem, with younger children exhibiting more 
problems. Significant gender effects were found for the 
Inattentive-Passive factor {males had higher scores). Both 
age and gender were significant for the Hyperactivity 
factor. Social Class effects were reported to be 
nonsignificant.
Adequate test-retest reliability has been demonstrated 
with the CTRS-39 with one month test-retest correlations 
ranging from .72 to .91, and one year test-retest 
correlations from .33 to .55 (Glow, Glow, & Rump, 1982).
No test-retest reliability studies were reported for the 
CTRS-28 (Conners, 1990). The CPRS-93 test-retest 
reliabilities ranged from .40 to .70 (Glow, et al., 1982). 
Conners (1990) reported that no published studies have 
indicated the test-retest reliability of the CPRS-48.
Internal consistency for the original versions 
indicated high internal consistency with an average 
coefficient alpha of .97 (Edelbrock, Greenbaum, & Conover, 
1985). The CTRS-39 has been shown to have a high degree of 
association with observed behaviors such as the 
Hyperactivity factor and observed motor activity in the 
classroom {Kivlahan, Siegel, & Ullaman, 1982), the Conduct 
Problem factor and observations of disruptive behavior and 
ignoring others, and the Hyperactivity factor and ratings 
of excessive talking (Minde, 1980), and the independent
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observations of disruptive behaviors and teacher responses 
on the Conduct Disorder, Hyperactivity, and Daydream- 
Attention factors (Kazdin, Esveldt-Dawson, & Loar, 1983). 
Procedure
In the present study, the preschool form of the SSRS-T 
and the SSRS-P, as well as the CTRS-28 and the CPRS-48 were 
utilized. Each subject was rated by both his or her parent 
or guardian, and his or her teacher.
Parents and teachers received an introductory letter 
and consent forms and demographics as part of a rating 
packet (Appendix A ) . Parental packets also consisted of an 
SSRS-P, and a CPRS-48. Items from measures are included in 
Appendix B. Upon completion, the parents returned the 
sealed packet to their child's teacher, the preschool 
director or the researcher, if present. Once returned, a 
teacher completed a separate packet including the SSRS-T 
and the CTRS-28 (items in Appendix B) for each child whose 
parent returned completed forms and parental permission.
All participation was voluntary and subjects were informed 
they could withdraw at any time.
In order to promote compliance with teachers, a number 
of incentives were made available. Teachers of Typical 
children choose the monetary incentive of $1.00 per 
completed form, while teachers of At-Risk children 
requested parent training workshops or assistance with
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classroom activities. Parent training was offered following 
completion of all forms so as not to contaminate ratings.
Collection of packets at each school was carried out by 
the preschool director in the case of the Typical subjects, 
and by the experimenter for the At-Risk subjects, with 
final collection from all schools by the researcher.
Results
The data were analyzed in stages in response to 
specific issues. Results are organized around the original 
research hypotheses which guided the analyses. Initial 
consideration was given to the major research questions 
which focused on the differences between At-Risk and 
Typical preschool children. These analyses will be 
presented first, followed by exploration of the secondary 
research questions. Secondary research questions concerned 
the psychometric properties of the SSRS and CRS for the 
preschool population. A final issue pertained to the 
exploration of the demographic variables of the sample 
utilized in the present research.
Primary Research Findings
Question 1. The first research question addressed the 
differences between At-Risk preschool children and Typical 
preschool children in terms of teacher and parent ratings 
of social behaviors. Means and Standard Deviations of both 
raters are displayed in Table 3. Multivariate Analysis of 
Variance (MANOVA) was conducted across At-Risk and Typical 
groups for both total and subscale scores on the SSRS and 
CRS completed by teachers and parents. Therefore, four 
separate MANOVAs were conducted. Significant differences 
between the groups were found with each of the MANOVA's. 
Parent factor scores on the SSRS-P and CPRS-48 subscales 




Comparisons of Means and Standard Deviations for Teacher and Parent Ratings 
of the SSRS and CRS for ftt-Kisk and Typical Preschool Children.
Parent Ratings TCflCh^l EaUn<35
Typical______ At-Risk________Typical______ ft.trBiaK
Mean tSD) Mean tSD) Mean (SP) Mean (SD)
SSRS
(Social Skills)
Cooperation 13 . 16 (2,.99) 10..90 (3,. 45) 16 . 33 <3 .14) 13 .07 <3 .97)
Assertion 1 4 ,.95 (3,.01 ) 12.. 66 (3..14) 15 . 48 (3 79) 11 . 12 (4 . 64 )
Self-Control 14 . 14 (3. 24) 11 . 20 (2,.90) 16..65 <3 .42) 12 .67 (3 .93)
Responsibility 10., 00 (3, 11) 10.,07 (2..69) — — — -- — — —
Total 52 . 24 (8. 36) 44. 85 (9. 48) 46.,45 (8. 58) 36, 86 (11 ,45)
Problem Behaviors)
Internalizing .97 (1 .07) 2. 29 (1 74) .53 ( ,99) 1 ,29 (1 ,85)
Externali zing 4 ., 1 1 (1 .64) 6 .1 2 (2. 09) 2. 23 (2. 34) 3.02 (3 .02)
Total 5 .08 (2. 19) B. 42 (3. 18) 2 .75 (2 27) 4.. 31 (4 . 31 )
CRS
Conduct Problem 3.08 (2.31) 4.95 (4.01) 1 .73 (2.22) 4.43 (5.35)
Learning Problem 2.22 (1.77) 2.76 (2.30) -- -- -- --
inatten/Psssive -- -- -- -- 3.23 (3-29) 5 .88 (5.74)
Impulsive/Hyper 4.35 (2.71> 5.10 (2.58)
Hyperactivity -- -- -- -- 3.10 (3.86) 4.29 (4.43)
Psychosomatic .60 (1.17) 1 .44 (1.48) -- -- -- --
Anxiety 1 .78 (1.36) 1 .83 (1 .50) -- -- -- --
Total 1 2.03 (5.49) 16.07 (8.53) 8.05 (7.07) 14 .60 {13.09)
Note. Inatten=Inattention, Hyper=Hyperactive
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as did the teacher ratings on the SSRS-T and CTRS-28 
subscales (F (8,73)=3.65, pc.001). The MANOVA considering 
total parent SSRS-P and CPRS-48 scores was also significant 
(F (3,74)=9.76,p<*001}, as was the MANOVA investigating 
teacher SSRS-T and CTRS-28 totals (F(3,78)=9.16,p < .001}. A 
MANOVA source table including univariate analyses which 
followed the significant MANOVAs is presented in Table 4. 
The univariate findings address the first four hypotheses 
outlined below.
Hypothesis la; Teachers will rate At-Risk preschool
children's social skills significantly lower than typical 
preschool children on the SSRS-T. Teachers of At-Risk 
children rated students significantly lower than did 
teachers of Typical children on the Social Skills 
subscales: Cooperation ( p c . 0 0 1 ) .  Assertion ( p c . 0 0 1 )  and 
Self Control ( p c . 0 0 1 ) ;  as well as on the Total Social 
Skills factor ( p c . 0 0 1 ) .  On the Problem Behavior factor of 
the SSRS-T, teachers of At-Risk preschool children rated 
their students significantly higher than did teachers of 
Typical preschool children in terms of the Internalizing 
subscale ( p c . 0 2 5 )  and Total Problem Behaviors ( p c . 0 4 5 ) ,  but 
not on the Externalizing subscale ( p c . 1 8 5 ) .
Hypotheses lb:__Teachers will rate At-Risk preschool
children as having a higher level of problem behavior than 
Typical preschool children on the CTRS-28. This hypothesis 
was also supported. Teachers of At-Risk children rated
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Table 4
Manova and Univariate Results for Teacher and Parent Ratings of
TvDical and At-Risk Preschool Children on the SSRS and CRS.
Parent Teacher
Manova F D F 0
Total Scales 9.76 .001 9.16 .001
Subscale Scores 3.53 .001 3. 65 .001
Univariate F o F o
{Total Scales)
SSRS-Social Skills 13.22 . 001 26.73 .001
SSRS-Problem Behavior 28.48 . 001 4.14 .045
CRS 6.06 .016 7.13 .009
{Subscales)
Self Control 1 7 .87 .001 23.85 .001
Cooperation 9.47 . 003 16.85 .001
Assertion 10.50 .002 21 . 56 .001
Responsibility .01 .912 -—
Externalizing 20.25 .001 1 .78 .185
Internalizing 15.94 . 001 5.31 .024
Conduct Problem 6.19 .01 5 8.77 .004
Learning Problem 1 .33 .252 ---
Inattentive/Passive --- 6 . 53 .01 3
Impulsive/Hyperactive 1 .55 .217 ---
Hyperactivity --- 1 . 66 .201
Psychosomatic 7 .69 . 007 ---
Anxiety .02 .889 - -------
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their students as significantly higher in the number of 
problem behaviors reported on the CTRS-28 Total scale 
(p<.009). Two of the three subscales also demonstrated 
significant differences, Conduct Problem (pc.004) and 
Inattentive-Passive (pc.013). Hyperactivity ratings were 
not significantly different between the two groups 
(p>.201} .
Hypotheses lc: Parents will rate At-Risk preschool
children's social skills significantly lower than Typical 
preschool children on the SSRS-P. Evidence indicated that 
on the Social Skills factor, parent ratings of At-Risk 
children were significantly lower on the SSRS-P in terms of 
Total score (pc.001) and on each subscale with the 
exception of Responsibility (pc.912). On the Problem 
Behavior factor, parents of At-Risk children also indicated 
a higher level of interfering behavior problems, both 
Internalizing (pc.001) and Externalizing (pc.001).
Hypothesis Id; Parents of At-Risk preschool children 
will rate problem behaviors at a higher level than parents
of Typical preschool children as rated on tile CPRS-49, As
with the problem behaviors identified on the SSRS-P, 
parents of At-Risk children rated their children 
significantly higher in the specified behaviors on the 
Total CPRS-48 than did parents of Typical children 
(p<.016). Two specific subscales, Conduct Problem (pc.015) 
and Psychosomatic (pc.007), were the only factors where a
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significant difference between parent groups was noted. 
Parent ratings on the following three factors did not 
demonstrate a difference between groups: Impulsive-
Hyperactive (p<.217), Learning Problem (p< .252), and 
Anxiety (pc.889), indicating both At-Risk and Typical 
preschool children were seen as comparable by their parents 
in terms of these behaviors.
Question 2. The second research question concerned the 
relationship between teacher and parent ratings. 
Correlational analyses were utilized to examine how the 
measures correlated overall and within the At-Risk and 
Typical groups. Due to the number of correlations 
necessary for the consideration of these research 
questions, a Bonferroni procedure was utilized and the 
alpha level set at .001 rather than .05 to control for Type 
I errors. Hence, correlations were not considered 
statistically significant unless the level of probability 
was less than .001. When the correlations for the CRS 
factors were considered individually, the alpha level was 
set at .002, due to fewer correlations being considered.
Hypothesis 2a; Correlations between teacher and 
parent ratings of social skillB as measured bv the SSRS 
Total scales were predicted to be low to moderate. Results 
supported this hypothesis. Table 5 displays the 
correlation matrix for the Total SSRS scales across groups 
and by group. The correlation between parent and teacher
Table 5
Correlation Matrix for Teacher and Parent Ratings on the SSRS 




Ex TotalS-C Total SS In
Total GrouD
Cooperation . 28 . 27 . 25 . 29 -. 21 -.11 -.17
Assertion . 25 . 37* .20 .32 -.21 . 05 - .05
Self-Control . 36* . 31 .35* .38* -.18 -.31 -. 31
Responsibility .13 . 28 .05 .18 -.14 -.03 -.08
Total-SS . 36* . 42 .27 .39* -.27 -.11 -.20
Internalizing -.13 -.18 -.21 -.20 . 20 -.09 .02
Externalizing -.45* -.28 - .41* -.41 .21 . 35* . 36*
Total-PB -.36* -.29 -.39* -.38* . 25 . 20 .25
TvDical Grouo
Cooperation 01 .02 -.11 -.05 .25 .00 . 1 1
Assertion -.14 . 1 3 -.20 -.09 -.18 .31 . 24
Self-Control . 12 .02 .05 .06 .35 -.20 -.09
Responsibility -.08 .14 -.11 -.03 . 16 . 02 . 09
Total-SS -.12 . 03 -.27 -.16 .19 . 08 . 1 6
Internalizing .16 -.03 . 20 . 1 0 .30 -.15 -.02
Externalizing . 42 -.07 . 26 -.10 -. 19 . 51 * . 45
Total-PB -.29 -.08 -.13 -.19 -.02 . 38 . 38
At-Fisk Grouo
Cooperation .23 . 20 . 1 7 . 23 - . 25 -.03 -.13
Assertion . 27 . 34 .18 .31 -.11 . 06 -.00
Self-Control . 34 .31 . 32 .38 -.27 -.30 -.33
Responsibility . 36 . 48* .22 . 40 -.31 -.07 -.18
Total-SS . 41 . 44 . 27 .42 -.30 -.07 -.18
Internalizing - .00 .00 -.15 -.06 .06 - . 21 -.12
Externalizing -.31 -.22 -.32 - . 31 .28 . 18 . 24
Total-PB -.18 -.15 -.28 -.23 .21 . 00 . 09
Note. Coop-Cooperation, Asse-Assertion, 5-C»Self-Control, SS»Social 
Skills, In«Internalizing, Ex-Externalizing, PB*Problem Behavior.
*E < .001.
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ratings was moderate for the entire sample on the SSRS 
Social Skills factor (r«.39,pc.001). The correlation 
between raters on the SSRS-Problem Behavior factor was 
lower (r*.25,p < .01). When considered by group, 
correlations for the Typical group indicated a low 
correlation between raters for the SSRS Social Skill factor 
(r--.16,pc.36), and a moderate correlation for the SSRS 
Problem Behavior factor (r*.38,p<.01). For the At-Risk 
group, there was a moderate correlation between raters on 
the SSRS Social Skills factor {r«.42,p c .006) and a low 
correlation on the Problem Behavior factor (r*.09,p c .54}. 
Specific subscale interrater correlations are also 
displayed in Table 5. The majority of the correlations 
were low to moderate ranging between .05 (pc.64) and .3? 
{pc.001) for the SSRS Social Skills subscales, and -.09 
(p<.41) and .35 (pc.001) for the SSRS Problem Behavior 
subscales for the entire sample. Typical group ranges 
varied between .02 (pc.90) to -.2 0 (pc.20) for the SSRS 
Social Skills, and -.15 (pc.34) to .51 (pc.001) for the 
SSRS Problem Behaviors. The At-Risk group demonstrated 
correlations between .17 (pc.27) to .48 (pc.001) for SSRS 
Social Skills, and .06 (pc.69) to .28 (pc.05) for the SSRS 
Problem Behaviors.
Hypothesis  Correlations between factors
utilizing only similar items on the SSRS are predicted to 
be moderate to high. A total of 19 items were similar
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across the teacher and parent SSRS scales. Although there 
was some content overlap on other items, only items with 
virtually identical wording were considered similar and 
tested in this analysis. Common items across subscales are 
displayed in Table 6.
Table 6
Number of Common Items Across Teacher and Parent Social 
Skills Rating System Preschool Forms.
 Seals_______________ Subscale____ ________ common___ item_____
 items i t e m s numbers__
Cooperation 10 4 4, 9,17,27(p)
6,18,22,27(t)
Social Skills Assertion 10 3 25,20,15(p)
2, 3,24 {t)
Self-Control 10 2 19,21(p)
20,21 (t)
Externalizing 6 6 all
Problem Behaviors
Internalizing 4 4 all
Note. <p)-parent form, (t)-teacher form. Adapted from
Social Skills Rating System by F.M Gresham and S. N. 
Elliott, 1990, p. 105. AGS: Minnesota. Reprinted by
permission.
Results of correlations are presented in Table 7. For 
the entire sample, group correlations between common SSRS 
Social Skills factors provided little support for this 
hypothesis: Cooperation (r-.26,p c .014); Assertion
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Table 7
Items From the SSRS Across and bv Group
Parent Ratinas Teacher Ratinas
Cooperation Assertion Self-Control
Total Group
Cooperation . 26** .24* . l 1
Assertion .16 . 28** . 10
Self-Control . 24* . 20* . 25*
TvDical Group
Cooperation . 03 .18 -.08
Assertion -.11 .15 -.20
Self-Control . 19 .04 . 11
At-Risk Grouo
Cooperation .16 .03 -.01
Assertion . 1 4 .22 . T 5
Self-Control .10 .21 . 29*
* E  < .05. ** e  <■01
{r».28,pc.006); and Self-Control (r=.25, pc.015). When 
considered by group, the correlations were comparable with 
correlations for the entire sample, but did not approach 
significance. For Typical children, teacher and parent 
correlations were: Cooperation (r= .03,pc.84), Assertion
(r=.15,p c .33), and Self Control (r=.1 1 ,p c .48). For At-Risk 
children, teacher and parent correlations were:
Cooperation (r».16,pc.27), Assertion (r-.22,p<.13), and 
Self Control (r«.29,p c .05). One possible explanation for 
these findings may be that the number of similar items for 
each subscale was very low, thus reducing the reliability 
of each scale. In addition, when the groups were 
considered separately, the number of subjects per analysis 
was also reduced and power was lost.
Hypothesis 2c:__ Correlations between teacher and
parent behavior ratings on the CRS were expected to be low
to moderate. The majority of the correlations between 
teacher and parent CRS ratings were low. Total and factor 
interrater correlations on the CRS across groups and by 
group are displayed in Table 0. Total scale correlations 
were virtually zero (-.05,p c .64). In fact, the total CTRS- 
28 correlated better with the parent SSRS Problem Behavior 
scale (r«.24,pc.02) than with the CPRS-48. Likewise, the 
CPRS-48 correlated better, although negatively, with the 
teacher SSRS Social Skills factor (-.22,pc.04) than with 
the CTRS-28. However, since none of these correlations
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Table 8
Correlation Matrix for Teacher and Parent Rainos on the CRS 




Cond Prob Hvoer Inatt/Pass Total
Conduct Problem .02 .02 -.15 -.06
Learning Problem -.09 -.05 -.00 -.06
Impulsive/Hyper .21 .19 .18 .20
Psychosomatic -.09 -.17 -.13 -.15
Anxiety -.17 -.16 .01 -.15
Total .00 -.01 -.06 -.05
Typical Group
Conduct Problem .36 . 1 0 .00 . 17
Learning Problem .06 .07 . 30 .19
Impulsi ve/Hyper .30 .25 . 23 . 35
Psychosomatic .07 .02 -.05 .01
Anxiety -.25 -.15 .04 -.14
Total .24 .14 .05 .18
At-Risk Group
Conduct Problem -.1 5 -.08 -.26 -.22
Learning Problem -.18 -.14 -.16 -.19
Impulsive/Hyper . 18 . 1 3 . 14 . 1 3
Psychosomatic -.26 -.36 -.28 -.34
Anxiety -.19 -.18 -.01 -.18
Total -.16 -.15 -.19 -.22
Note. No correlations were significant above .002 level determined 
with Bonferroni as needed due to multiple correlations^ Inatt/Pass= 
Inattentive/Passive, Hyper-Hyperactivity, Cond Prob«Conduct Problem.
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were significant using the conservative alpha determined 
with Bonferroni, no conclusions can be drawn.
When the correlations were considered by group, 
correlations between raters of Typical children on the 
total CRS was r=.18 (p<.28) and r=-.22 (p<.14) between
raters of At-Risk children. Differences between these 
findings and the correlations reported in the Conners 
Rating Scale manual may in part be attributable to sampling 
differences. The revised CRS was normed on a wide range of 
ages, and the original CRS had a number of additional items 
not on the revised version.
Hypothesis 2d: Correlations between similar factors
on the teacher and parent CRS's were e x p e c t e d  tQ be 
moderate to high. This hypothesis was not supported.
There did not appear to be any relationship between similar 
factors of the Conners scales for the entire sample:
Conduct Problem, (r=.02,p < .87); Learning Problem- 
Inattentive /Passive (r-.00,p < .99), Impulsive/Hyperactive- 
Hyperactivity (r=.19,p < .07). However, when categorized 
into groups, the correlations for the Typical students were 
similar to what was reported in the Conners manual:
Conduct Problem, (r-.36,p < .02), Learning Problem- 
Inattentive /Passive (r«.30,p < .06); Impulsive/Hyperactive- 
Hyperactivity, (r-.25,p<.12). Correlations for the At-Risk 
group were lower, Conduct Problem, {r»-.I5,p<.29), Learning 
Problem-Inattentive/Passive, (r--.16,p<.29);
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Impulsive/Hyperactive-Hyperactivity, (r=.13,p<.34). These 
results can also be found in Table 8.
Question 3. The third research question concerned the 
validity of social behavior as a predictor for the 
differentiation between At-Risk and Typical children. A 
Discriminant Analysis was utilized to determine degree of 
classification accuracy obtained with the SSRS and CRS.
Hypothesis 3a. The SSRS and CRS will account for a 
significant amount of variance in correctly classifying 
children. A stepwise discriminant function, using the 
Total SSRS Social Skills and Problem Behavior scores and 
Total CRS scores with both parent and teacher raters as 
predictor variables, was utilized. Results from this 
analysis provided support for the hypothesis. Since the 
number of subjects was insufficient to confidently 
interpret the discriminant function by subscales, only 
total scores were placed into the analysis. The 
discriminant function utilizing Total parent SSRS and CRS 
scores revealed a canonical correlation of .53 between the 
discriminant function and group membership, accounting for 
29% of the variance. The Wilks' lambda of .71 was 
significant (X2 (3)-22.47,p< .001) .
For teacher ratings, the discriminant analysis 
utilizing Total teacher factor scores yielded a canonical 
correlation of .54 between the discriminant function and 
group membership, accounting for 29% of the variance.
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Wilks' lambda of .71 was significant {X3 (l)-23.0,p<.001). 
Results from these analyses are displayed in Table 9.
Hypothesis 3t>. All factor scores will contribute to
the discriminant function and a high percentage of accuracy 
in classification will be determined with the SSRS and CRS. 
This hypothesis was partially supported. Due to 
insufficient sample size, specific subscales could not be 
utilized in the discriminant analysis. However, an 
adequate percentage of accuracy in classification was found 
using only parent and teacher Total scale scores. In terms 
of parent total factor scores, the Total SSRS Problem 
Behavior factor entered into the discriminant function 
first, followed by the Total CPRS-48 and finally, the Total 
SSRS Social Skills factor. Using Total SSRS-P and CPRS-48 
scores, 73% of the Typical group and 65.9% of the At-Risk 
group were correctly classified with an overall correct 
classification rate of 69.23%.
Analysis of teacher total scores indicated only the 
Total SSRS-T Social Skills factor contributed to the 
discriminant function. The Typical group was correctly 
classified 00% of the time using the teacher Total scores. 
The At-Risk group was correctly classified 68.1% of the 
time. Using Total teacher ratings, the overall correct 




Discriminant Analysis Classification Based on Teacher and 
Parent Ratings on the SSRS and CRS.
___________Predicted Classification
Actual Classification______ Typical__________At-Risk
Parent Typical <n-37) 73.0% (n=27) 27.0% (n=10)
At-Risk (n-41) 34.1% (n-14) 65.9% (n«27)
Total (n=78) 69.23%
Standardized Canonical Discriminant Function Coefficients
SSRS-P (Social Skills) -0.30099
SSRS-P (Problem Behaviors) 0.9 7779 
CPRS -0.32539
Teacher Typical (n-=40) 80.0% (n=32) 20.0% (n=8)
At-Risk <n«47) 31.9% (n=15) 68.1% (n-32)
Total (n-87) 73.51%
Standardized Canonical Discriminant Function Coefficients
SSRS-T (Social Skills) 1.00000
Question 4. The fourth research question pertained to 
teacher and parent ratings of items they considered 
important for preschool children. Importance ratings on 
the Social Skills factor were rank ordered utilizing the 
Friedman non-parametrie test, and compared across and 
between groups.
Hypothesis 4i It was predicted that specific 
behaviors deemed important bv both teachers and parents on.
the SSRS would differ across respondents. The Friedman 
non-parametric test was utilized to rank order teacher and 
parent ratings. The top ten rank ordered items across 
groups and by groups for both teachers and parents are 
presented in Table 10, 11, and 12. Though similar in 
content, teacher importance items did appear to stress peer 
related skills more than did parent ratings. This is not 
surprising given the peer oriented situations common in a 
preschool classroom. In turn, parental ratings emphasized 
a number of adult-child skills. Also of interest was the 
finding of differences and similarities between groups.
When split by At-Risk versus Typical children, teacher 
ratings for each group were virtually identical in content 
and order; however, some differences did emerge across 
parent groups. Although not in the same order, 60% of the 
items overlapped in Typical and At-Risk parent top ten 
rankings. It was not unexpected that teachers would be 
more similar than parents when considering the variation in 
home settings and parental expectations, and the greater 
consistency or at least similarity within classroom 
settings. To further investigate these findings, the items 
ranked lowest in importance were also compared. Once 
again, teacher ratings were identical, and parent ratings 
showed more variability. The lowest ranked ten items by 
group are displayed in Table 13, 14, and 15. There was a
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Table 10
Friedman Non-Parametrlc Rank Ordering of Parent and Teacher TOP Ten Eatings 
of Importance Items on The SSRS Across Groups.
Parent Ratings Teacher Ratings
Rank Stem litem *)______________________ Stem Lite m  t/J_ _ _ _ _ _ _ _ _ _ _ _ _
1 Controls temper with you 118) Puts work away (27)
2 Attends to instructions (22) Participates in games
or group activities (9)
3 Communicates Problems (38) Follow teacher's directions (1)
4 Follows instructions (i) Controls temper with peers (20)
5 Controls temper in conflict (19) Waits turn (15)
6 Follows rules (31) Uses free time (18)
7 Avoids trouble situations (14) Follows rules in games (21)
8 Refuses unreasonable requests (7) Initiates peer conversations (24'
9 Expresses feelings when wronged(20) Produces correct work (10)
Cooperates with peers (14)
10 Compromises in conflicts (23) Says nice things about self (17)
Note. Items with identical ranks were both given the same rank number.
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Table 11
Friedman Non-Parametric Rank Ordering of Parent and Teacher Top Ten Ratings 
of Importance Items on The SSRS for Typical Preschool Children.
 Parent Ratings_____________________ Teacher Ratings____________
Bank_____Stem (Item *)______________________Stem (item #)_________________
1 Attends to instructions (22) Puts work away (27)
2 Follows instructions (1) Participates in games (9)
or group activities
3 Communicates Problems (38) Follow teacher's directions (1)
4 Express feelings when wronged (20) Controls temper with peers (20)
5 Controls temper with you (18) Waits turn (15)
6 Follows rules (31) Uses free time (18)
7 Refuses unreasonable requests (7) Follows rules in games (21)
8 Follow game rules (21) Initiate peer conversations (24)
Produces correct work (10)
9 Controls temper in conflict (19) Cooperates with peers (14)
10 Is self-confident (32) Says nice things about self (17)
Note. Items with identical ranks were both given the same rank number.
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Table 12
Friedman Non~Parametric Rank Ordering of Parent and Teacher Top Ten Ratings 
of Importance Items on The SSRS for At-Risk Preschool Children.
_____________ parent Ratings_____________________ Teacher Ratings
Rank_____Stem (Item *)_______________________Stem__(Item *)_____
1 Controls temper with you (18)
2 Controls temper in conflict (19)
3 Avoids trouble situations (14)
4 Communicates problems (38)
5 Asks to use others property (10)
6 Follows rules (31)
7 Attends to instructions (22)
8 Participates in activities (6)
9 Compromises in conflicts (23)
10 Refuses unreasonable demands (7)
Makes friends (25)
Puts work away (27)
Participates in games
or group activities (9) 
Follow teacher's directions (1) 
Controls temper with peers (20) 
Waits turn (15) 
uses free time (18)
Follows rules in games (21 ) 
Initiate peer conversations (24) 
Produces correct work (10) 
Cooperates with peers (14)
Says nice things about self (17)
Mote. Items with identical ranks were both given the same rank number.
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Table 13
Friedman Non-Parametric Rank Orderina of Parent and Teacher Bottom Ten
Ratings of Importance Items on the SSRS Across Grpupg,
Parent Ratings - .... Teacher Ratinas
Rank Stem (Item #) .item (Item #)
1 Invites others home (13) Introduce self (12)
2 Asks clerks for assistance (37) Gives compliments (8)
3 Introdues self (8) Helps you (11)
4 Helps with tasks (2) Acknowledges compliments (19)
5 Attempts household tasks (4) Responds appropriately to 
teasing (4)
6 Questions unfair rules (3) Tells you when treated unfairly (3)
7 Volunteers help (12) Compromises in conflicts (5)
8 Completes tasks (17) Finishes assignments (23)
9 Joins group activities (34) Controls temper with adults (7)
10 Starts conversations (15) Attempts classroom tasks before
asking for help (6)
Note. Rank 1 is the least Important item.
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Table 14
Friedman Won-Parametric Rank Orderina of Parent and Teacher Bottom Ten
Ratings of Importance Items on the SSRS for Typical Preschool Children.
Rank Stem (Item #) Stem (Item #)
l Asks clerks for assistance (37) Introduce self (12)
2 Introduces self (8) Gives compliments (8)
3 Invites others home (13) Kelps you (11)
4 Answers phone appropriately (24) Acknowledges compliments (19)
5 Helps with tasks (2) Responds appropriately to 
teasing (4)
6 Questions unfair rules (3) Tells when treated unfairly (3)
7 Starts conversations (15) Compromises in conflicts (5)
8 Completes tasks (17) Finishes assignments (23)
9 Attempts household tasks (4) Controls temper with adults (7)
10 Keeps room clean (16) Attempts classroom tasks before 
asking for help (6)
10 Puts away toys (27)
Note. Rank 1 is the least Important item. Items with identical ranks were
both given the same rank number.
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Table 15
Friedman Non-Parametrlc Rank Ordering of Parent and Teacher Bottom Ten 
Ratings of Importance Items on the SSRS for At-Risk Preschool Children
Parent Ratinas Teacher Ratinas
Rank Stem (Item #) Stem (Item H)
1 Invites others home (13) Introduce self (12)
2 Asks clerks for assistance 07) Gives compliments (8)
3 Introdues self (8) Helps you(11)
4 Joins group activities (34) Acknowledges compliments (19)
5 Volunteers help (12) Responds appropriately toteasing(4)
6 Helps with tasks (2) Tells you when treated unfairly (3)
6 Attempts household tasks (4)
7 Congratulates family (30) Compromises in conflicts (5)
a Completes tasks (17) Finishes assignments (23)
9 Questions unfair rules (3) Controls temper with adults (7)
10 Compliments friends (5) Attempts classroom tasks before 
asking for help (6)
Note. Rank 1 is the least Important item. Items with identical ranks were
both given the same rank number.
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70% overlap between parents of both groups when considering 
these lesser important social skills. It is interesting to 
note that a number of the items that parents ranked in the 
top ten are in the teachers' bottom ten {e.g., compromises 
in conflicts, controls temper with adults). However, it 
should be noted that the items on each scale are not 
identical for teachers and parents. Gresham and Elliott 
(1990) only reported a 40% overlap of items between raters. 
Secondary Research Findings
Question 5. The fifth research question concerned the 
reliability of the SSRS and CRS as measures of social 
behavior for preschool children. Internal consistency was 
measured using Cronbach's coefficient alpha and compared to 
the overall findings in the SSRS and CRS manuals.
Hypothesis 5a: The alpha coefficients for Total_55RS
factors will be consistent with previous data provided in 
the SSRS manual. Alpha coefficients were computed for each 
total score for the entire sample and for each group. 
Results indicated the alpha coefficients for the Total 
SSRS, the SSRS Social Skills factor and the SSRS Problem 
Behavior factor for both teacher and parent ratings were 
each comparable with previous findings. Alpha coefficients 
for the total sample and the At-Risk and Typical groups are 
presented in Table 16. Consistent with previously studies 
(Gresham & Elliott, 1990), the alpha coefficients for 
parent ratings were somewhat lower than those for teacher
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ratings. When considered by group, alpha coefficients 
remained consistent with the total sample and with prior 
findings. The only notable difference pertained to the 
Problem Behavior factor for the Typical group which 
resulted in an alpha which was lower than expected for both 
teacher and parent ratings. Considered as a whole, these 
results indicate the SSRS is a relatively homogeneous 
measure of social behaviors for both Typical and At-Risk 
preschool children.
Hypothesis 5b: Alpha coefficients for the CTRS-28
and CPRS-48 will be consistent with Conners reported 
findings in the CRS manual. As with the SSRS alpha 
coefficients, the CRS coefficients were also acceptable and 
comparable with previous findings. CRS alpha coefficients 
for teacher and parent ratings for the total sample and for 
each group are displayed in Table 16. These findings 
indicated the revised Conners Rating Scales are internally 
consistent, sufficiently homogeneous measures with both 
At-Risk and Typical preschool children.
Question 6. The final research question considered the 
relations between the SSRS and the revised CRS with 
preschool children. Correlational analysis was utilized to 
compare the SSRS and CRS factors and the Total scores.
Hypothesis 6a. Correlations between the SSRS-T
Problem Behavior factor and the revised CTRS factors were 
predicted to be moderate to high. Evidence supported this
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Table 16




SSRS-Social Skills .86 ,95




SSRS-Social Skills .84 .90




SSRS-Social Skills .86 .94
SSRS-Problem Behaviors ,77 .89
CRS .92 .96
80
hypothesis and these correlational findings are presented 
in Table 17. Bonferroni procedure indicated a .003 be 
utilized as the appropriate alpha level for these 
correlations. Correlations across groups indicated the 
SSRS-T Problem Behavior factor and the total CTRS-28 were 
highly correlated (r=.9l, pc.OOl). This suggests the two 
scales may be measuring similar constructs, or at least 
comparable behaviors. Correlations between the SSRS 
Problem Behaviors and CRS-28 total scores by group were 
consistently high, Typical, (r«.81,p<.001); and At-Risk,
(r«.92,p<.001). When considering the specific factor 
scores on the SSRS-T Problem Behavior scale and the 
CTRS-28, significant correlations ranged from moderate to 
high {. 41,p < .001, to ,80,pc.001) across groups, and for 
At-Risk group, ( .57,p<.001, to .86,p<.001). For Typical 
group, there were some inconsistencies between factors: 
Inattentive-Passive and Externalizing {r-.1 1 ,p<.47); and 
the Internalizing factor with both Hyperactivity (r=-.16, 
pc.30), and with Conduct Problem (r«.07,p<.64). All other 
factor correlations were .43 (p<.004) and above. On a 
practical level, it makes sense that these specific 
correlations would be low. Externalizing behaviors are 
more similar to Conduct Problem and Hyperactive behaviors, 
while Internalizing behaviors are better characterized by 
Inattentive-Passive types of behavior. It is less clear as 
to why the correlations between the At-Risk and
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Table 17
Correlations between Teacher Ratings of SSRS-Problem Behaviors and 
CRS Factors Across and bv Group.




Conduct Problem .56* .80* .86*
Hyperactivity .41 * .86* .81*
Inattentive/Passive .69* .45* .64*
Total .67* .81 * .91 *
Typical Group
Conduct Problem .07 .64* . 69*
Hyperactivity -.16 .85* .80*
Inattent ive/Passive .43 . 1 1 . 30
Total .16 .73* .80*
At-Risk Group
Conduct Problem .61 * .86* .94*
Hyperactivi ty .57* .86* .88*
Inattentive/Passive .75* .57* .84*
Total . 76* .85* .92*
* E <.001 .
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Typical groups were not consistent. However, when each 
individual factor was correlated with the Total factor of 
the comparable scale (e.g., SSRS-Problem Behavior- 
Externalizing with CTRS Total, and Inattentive-Passive with 
SSRS-Problem Behavior Total) all correlations were 
significant.
Hypothesis 6b. Lower correlations will occur with 
the parent SSRS-P and CPRS-46 than with the .teacher 
versions. This hypothesis was also supported. Parent 
comparisons across scales are presented in Table 18.
Across both groups SSRS-P Problem Behavior total and CPRS- 
48 total scores were significantly correlated 
(r«.64,p<.001). This correlation is significant (pc.OOl), 
but lower than the correlations of teacher ratings 
(r-.91,pc.001). When comparing individual groups, the 
Typical group had a correlation between scales of r«=.58, 
(pc.OOl) while the correlation for the At-Risk group was 
r«.63 (pc.OOl). Across group correlations by factors 
ranged from r--.14 (pc.18) (Anxiety-Externalizing) to r«.6i 
(pc.OOl) (Conduct Problem-Externalizing).
Hypothesis 6c. A eoative correlation will be found
between the Social Skills factors of the SSRS and revised 
CRS for both teacher and parent ratings. Both teacher and 
parent correlations between the SSRS Social factor and the 
CRS behaviors supported this hypothesis. Teacher rating 
scales for the entire sample resulted in a negative
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Table 18
Correlations between Parent Ratings of SSRS-Problem Behaviors and 
CRS Factors Across and by Group.
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* a < .003. ** a < -001■
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correlation of r=-.62 (pc.OOl) for the total SSRS-Social 
Skills factor and the Total CTRS-28. Similar correlations 
were found when the sample was divided into groups: Typical 
(r=-.43,p<.006); and At-Risk {r<= - . 65, p< . 001} . Specific 
teacher scale factor correlations across and by group are 
presented in Table 19. Total across group factor 
Compact sBnsbtemeaihddSe 1 fii ghnhegA t i re - c 01 rp 1 a 0 fiUbii. f o fn
addition all factors on each scale correlated moderately 
and significantly ranging from -.74,pc.001 (Conduct Problem 
and Self-Control) to -.39,pc.001 (Assertion and Conduct 
Problem) with the exception of Hyperactivity and Assertion 
(r--.12,pc.24). These results indicate teachers do 
differentiate between the social skills and problem 
behaviors which are measured by these two scales.
On the parent rating scales, the total SSRS-P Social 
Skills factor and the total CPRS-48 factor correlated 
negatively (r--.42,p c .0 0 1 ). While not as strong as the 
teacher correlations, the data support a significant 
inverse relationship between the behaviors the two parent 
scales assess. Similar correlations were found for the 
total score comparisons when broken down into groups. The 
total parent ratings for the At-Risk group correlated with 
an r«-,28 ( p c . 0 7 )  while the total parent ratings for the 
typical group correlated with an r--.51 ( p c . O O l ) .  
Correlations for specific factors by scales for the parent
05
Table 19
Correlations between Teacher Ratings of SSRS-Social Skills and CRS_ 
Factors Across and bv Group.
CRS Factors___________________________ SSRS-Social Skills Factors
Total Grouo
Cooperation Assertion Self-Control Total
Conduct Problem -.48** . 39** -.74** -.60**
Hyperactivity -.47** .12 -.57** -.42**
Inattentive/Passive -.59** .49** -.48** -.59**
Total -.62** . 39** -.68** -.62**
Typical Group
Conduct Problem -.53** .22 -.81** -.62**
Hyperactivity -.47* .17 -.36 -.25
Inattentive/Passive -.42 .09 -.08 -.21
Total -.64** .03 -.49* -.43
At-Risk Group
Conduct Problem -.40 .32 -.74** -.55**
Hyperactivi ty -.43* .18 -.68** -.49*
Inattentive/Passive -.63** .62** -.58** -. 69**
Total -.57** .42 -.73** -.65**
* £ <.003. ** £ <.001.
racings are presented in Table 20. Findings with 
individual factors revealed that the Conduct Problem factor 
correlated moderately with Self-Control (r»-.43,p<.001) and 
Cooperation (r*-.28,p<.01). In addition, the Self-Control 
factor correlated moderately with two factors, Learning 
Problem (r=-.28,p < .008) and Impulsive - Hyperactive (r=.45, 
pc.OOl). Anxiety correlated moderately with Assertion 
(r«-.49, pc.OOl). All other correlations with these 
factors were inconsequential, however most did have a 
negative valance.
Demographic Analyses
Given the differences on demographic variables between 
the two samples, a critical look at possible influencing 
factors was needed. Due to the sample size and the 
difficulty of matching demographic variables by groups, a 
series of Chi Square analyses were conducted across each 
demographic variable. Following these analyses, 
demographic variables were individually entered into a 
Multivariate Analysis of Covariance (MANCOVA) procedure in 
order to partial out that variable's effect. The results 
of the following analyses on demographic variables are to 
be interpreted with caution due to the disparate sample 
sizes. The MANCOVA's with the demographic variables as 
covariates are intended to place the major analyses of this 
study in a clearer light, since drawing substantive
07
Table 20
Correlations between Parent Ratings of SSRS-Social Skills and CRS 
Factors Across and bv Group,





















Asse Self-Cont g££E latal
-.12 -.43** .08 -.32
-.22 -.28 . 20 -.18
-.13 -.45** -.04 -.34*
-.24 -.24 -.02 -.34*
-.49** .05 19 -.20
-.32* -.45** . 04 -.42**
.01 -.63** -.04 -.47
-.15 -. 50* .22 -.32
. 1 3 -.59** .06 -.31
-.03 -.17 -.17 -.19
-.61** .34 - .09 -.06
-.17 -.68** .03 -.51**
-.00 -.24 . 1 5 -.15
-.23 -.08 . 19 -.03
-.31 -.30 -.15 -.31
-.25 -.13 . 03 -.30
-.43* -.15 -.27 -.31
-.30 -.27 . 03 -.28
Note. Coop= Cooperation, Asse=Assertion, Self-Cont = Self-Control, 
Resp>Responslbility, Hyper*Hyperactivity.
* E < .002. ** e  < .001 .
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conclusions about demographic differences was not a purpose 
of this paper and the sample was not collected with that in 
mind.
Group differences. The two groups differed 
significantly across a number of demographic variables.
For ethnicity, (X2 (1}-29.48, pc.0001), the At Risk group 
had more minority children than did the Typical group. 
Parent ethnicity was also significantly different (X2 
(1)-31.59, pc.0001), consistent with the child findings. 
Teacher ethnicity {X2{1)-31.94,p c .0001) indicated the At- 
Risk group had significantly more minority teachers than 
the Typical group. The Chi Square analysis for the age of 
the responding parent (X2(3)-9.49,p < .023) indicated a 
greater proportion of parents of At-Risk children were 
younger than the parents of the Typical children. Marital 
Status of the two groups was also statistically different 
(Xz(2) -22.03,p < .0001), with the Typical children coming 
from homes with married parents, and almost half the At- 
Risk children having single or separated parents. The 
level of education of both the responding parent 
(X2 ( 5 ) -29.63, pc.0001) and their spouse (X2 (3)-27 . 84 , 
pc.0001) differed by group with the Typical group having a 
higher level of education. As was expected, income also 
differed across groups (X2 (8)-52.01,p c .0001), with Typical 
children coming from families with higher income levels.
The amount of teaching experience (X 2 C3 ) - 2 4 . 2 8 , p c . 0 0 0 1 )  and
the amount of education of the teacher (Xz (4) 65.35,p < .0001) 
were each significantly higher for the Typical group than 
for the At-Risk group. The two groups did not differ in 
terms of the sex of the respondent (XJ (1) = . 046, pc. 830) , 
which were mostly mothers; the sex of the child 
(X2(1)=.627,p<.428); the age of the child (Xz(3)=3.56, 
p < .313); or the number of siblings in the home 
(X2 (3)-.809,p < .847) .
Variables as covariates. The preceding demographic 
analyses must be interpreted very cautiously because of 
insufficient sample sizes for many of the variables. 
However, a conservative approach to the interpretation of 
the major research analyses of this study required testing 
the possibility that demographic variables influenced 
particular results. Hence, several exploratory MANCOVA 
analyses were performed to control statistically for the 
effects of specific variables. Using this procedure it was 
possible to examine differences between At-Risk and Typical 
groups while, for example, controlling for income. The 
results from these MANCOVAs appear in Table 21 and 
suggested that the major group differences found in the 
original analyses were still significant when demographic 
variables were controlled. However, a few exceptions did 
occur. The significant difference between groups was 
negated for teacher SSRS-Problem Behavior ratings when 
child ethnicity, child gender, and years of teaching
Table 21
Difference* Be t w e e n  A t - R i a k  and Tvnical Groups Following M u ltivariate 
Analysis of Covar i a n c e  (HANCQVAI to Control for Paragraphic Differences
Covariate Daoandent Measure F p
Child's Gender Parent Ratings 10.20 .001SSRS-Social Skills 11. 89 .001SSRS-Problea Behaviors 30.92 .001
CPRS 6.64 .012
Teacher Ratings 9.08 .001SSRS-Social Skills 26.72 .001SSRS-Problea Behaviors 3 .90 .052
CTRS 6.92 .010
Child Ethnicity Parent Ratings 5.34 .002
SSRS-Social Skills 5.92 .017SSRS-Problea Behaviors 16.24 .001
CPRS 5.53 .021
Tsacher Ratings 2.89 .041
SSRS-Social Skills S.39 .005
SSRS-Problea Behaviors 1.33 .252
CTRS 2.35 .130
Parent Age Parent Rating* 9.28 .001SSRS-Social Skills 12.01 .001SSRS-Problea Behavior* 27.75 .001
CPRS 6.31 .014
Parent Gender Parent Ratings 9.28 .001SSRS-Social Skills 12.01 .001
SSRS-Problea Behaviors 27.75 .001
CPRS 6.31 .014
Parent Ethnicity Parent Ratings 7.94 .001SSRS-Social Skills 7.88 .006
SSRS-Problea Behaviors 24.31 .001
CPRS 5.95 .017Harital Status Parent Ratings 7.34 .001
SSRS-Social Skills 11.39 .001SSRS-Problea Behaviors 21.35 .001
CPRS 6.23 .015
Parent Education Parent Ratings 7.72(4.04) .001( .011)(spouse) SSRS-Social Skills 10.46(8. 32) . 002( .005)SSRS-Problea Behaviors 22.66(25 .53) -001( .002)
CPRS 4.01(1. 88) .049( .175)
Nuaber of Siblings Parent Ratings 8.55 .001
SSRS-Social Skills 9.75 .003SSRS-Problea Behaviors 25.53 .001
CPRS 6.10 .016
Parent Incose Parent Ratings 11.29 .001
SSRS-Social Skills 15.55 .001SSRS-Problea Behaviors 33.49 .001
CPRS 10.65 .002
Teacher Ethnicity Teacher Ratings 8.24 .001
SSRS-Social Skills 24 .52 .001SSRS-Problea Behaviors 4 ,17 .045
CTRS 6.42 .013
Teacher Experience Teacher Ratings 7.97 .001
SSRS-Social Skills 23.30 .001SSRS-Problea Behaviors 3.56 .063
CTRS 6.02 .016Teacher Education Teacher Ratings 4.51 .006
SSRS-Social Skills 7.30 .008SSRS-Problea Behaviors 6.90 .010CTRS 12.08 .001
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experience were partialed out. In addition, with the CTRS 
ratings, differences between the At-Risk and Typical group 
were non-significant when variance due to child ethnicity 
was removed. Likewise, with the CPRS ratings, significant 
differences disappeared when spouse's education level was 
the covariate. These exceptions suggest some ratings may 
have been influenced by something other than group 
differences. However, in general these demographic 
analyses, while speculative given the cell sizes, 
increased confidence in the data pertaining to the 
questions of primary interest.
Discussion
The social skills literature has provided evidence that 
deficits in social functioning should be assessed and, when 
present, remediated. However, a vast majority of the 
research has centered on elementary aged and older 
children. It is relatively clear that mildly handicapped 
children (e.g., learning disabled, behavior disordered and 
mild mentally handicapped) exhibit social skills deficits 
(Guralnick, 1986; Strain, Odom, & McConnell, 1984).
However, it is less clear as to the degree of deficits in 
younger preschool children who may be at risk for 
categorical class placement when they enter school.
The purpose of the present study was to obtain 
information on the social behavior of preschool children 
considered to be educationally At-Risk and those considered 
to be Typical. Primary research questions centered around 
differentiating these two groups. The relationships 
between parent and teacher assessments of and expectations 
for social behavior were also explored. Finally, the 
usefulness of the Social Skills Rating System (SSRS) and 
the revised Conners Rating Scales (CRS) in assessing young 
children's social functioning was considered.
Differences Between At-Risk and Typical Groups
The data suggest differences between children 
considered to be educationally At-Risk and those considered 
to be Typical. At-Risk children were shown to have fewer
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social skills and more problem behaviors. It is not clear 
as to whether these noted differences reflect true skill 
differences between Typical and At-Risk children or may be 
due to differences in the family situation. For example, 
differences could be due to different parental 
expectations, different parenting skills, or different 
opportunities for social interaction in homes with 
different income levels. Because many of the demographic 
differences are actual criteria for placing children in the 
At-Risk group (e.g., parental income levels), the results 
must be interpreted cautiously. At the same time, for 
whatever reasons, the two groups differ across raters and 
across scales. From a classification perspective the mere 
existence of these differences is important regardless of 
why the differences exist. From a diagnostic and treatment 
perspective it will be important to establish functional 
relationships between, for example, parenting style and 
social skills. Although this study attempted to 
statistically control demographic differences, the 
sample was not clearly set up for this purpose and 
therefore sample sizes were not sufficient to make 
generalizations.
Skill differences between the groups appear to argue 
for the necessity of assessment for social competence.
The literature clearly links early social skill problems 
with overall functioning and maladjustment (Cowen,
Pedersen, Babijian, & Trost, 1973, Roff, Sells, & Golden, 
1972; Stumme, Gresham & Scott, 1982; Ullman. 1957). 
Research also suggests that poor social functioning may 
lead to many problems which do not simply recede with time, 
but rather intensify (Eichorn, 1973; Peterson, 1961). 
Moreover, early intervention enhances remediation (Gerken, 
1979; Reynolds, 1979). In addition, children who do not fit 
into a teacher's behavioral expectation model have been 
shown to be at an increased risk for referral for special 
education services (Lambert, 1976). It has been unclear 
whether preschool children had simply not yet developed a 
number of social skills or whether social skillfulness 
could even be differentiated at this age. While this study 
only considered the specific social skills measured by the 
SSRS and CRS and did not consider social functioning across 
a broader range, (e.g., sociometric status, quantity and 
quality of interactions) the data do reflect differences in 
preschool aged children, with At-Risk children being 
assessed by both parents and teachers as having fewer 
social skills and more interfering problem behaviors than 
Typical preschool children. The data do not indicate 
whether or not At-Risk children actually have fewer social 
skills, fail to perform acceptable behavior as frequently, 
or are simply viewed as being less socially skilled by 
significant others. However, the differences between the 
two groups indicate that Typical preschool aged children do
possess some degree of social skillfulness which At-Risk 
children lack. Since the age span was consistent across 
the two groups, the data suggest that deficits in social 
skills for the At-Risk group are not age related, but 
rather related to one or more of the at risk factors. 
Addressing social behavior at a preschool level, 
particularly with children considered to be At-Risk, 
appears appropriate.
Relationship between Parental and Teacher Assessments
The results of correlational analyses involving parent 
and teacher ratings of social behaviors were comparable to 
other findings with rating scales. Achenbach, McConaughy, 
and Howell (1987) performed a meta-analysis based on 119 
studies and suggested a correlation of .28 to be 
considered a median level of agreement between two raters. 
Due to differing settings, relationship histories and 
perspectives, very high agreement between raters should not 
be expected. Findings from the present study suggest 
ratings of social skills seemed to be more similar (i.e., 
higher correlations) between teachers and parents of At- 
Risk preschool children, while ratings of problem behaviors 
seemed to be more similar for teachers and parents of 
Typical preschool children. These correlational findings 
suggest that teachers and parents of At-Risk children may 
be more similar in their ratings of social behaviors than 
they are in their assessment of problem behaviors while the
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opposite may be true for ratings of Typical children. Some 
differences in parent and teacher ratings may be 
attributable to different item wording on the teacher and 
parent scales. Furthermore, setting variables and 
situation specificity may play a large role in the 
differential ratings of children.
Correlations were considered both by total scores and 
subscales scores. Although the subscale correlations do 
indicate some potential areas of interest, the utility of 
considering subscale correlations is somewhat questionable. 
On a practical level, total scales are much more likely to 
be used and the correlations for the Total scales are more 
clear cut. However, from an empirical base, subscale 
correlations provide some potential areas for 
consideration, though interpretability is tenuous at best. 
For example, correlations between the teacher ratings on 
the SSRS Externalizing and Internalizing factors and the 
CRS Conduct Problem, Hyperactivity and Inattentive/Passive 
factors differed for At-Risk and Typical groups. This may 
indicate some group differences pertaining to the specific 
skills on these factors. In addition, specific subscale 
correlations do provide added support for the validity of 
the SSRS (e.g., significant negative correlations between 
Externalizing Problem Behaviors and the Social Skills 
subscales of Cooperation and Self-Control).
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Relationship between Parental and Teacher Expectations
The questions pertaining to the subjective ratings of 
importance for the Social Skills items on the SSRS provide 
an interesting format to consider parental and teacher 
expectations. The idea of social validity (Kazdin, 1977, 
Wolf, 1978; Gresham & Elliott, 1984} strongly relies on the 
notion that behaviors which are deemed socially valuable 
should be those that are targeted for remediation. In 
support of this, Baer, Wolf and Risley {1970} stressed the 
need to target behaviors with a high probability of 
obtaining reinforcement naturally. Teacher and parent 
importance ratings shed some light on which behaviors have 
the highest probability of being reinforced in a specific 
environment. Recognizing the differences between two 
raters in terms of their subjective opinions of importance 
may be helpful in planning for successful social 
interactions. Problems may arise when differing behaviors 
are expected and reinforced or punished. With the high 
degree of consistency across teachers of both groups and 
the variability between teacher and parent ratings, 
increasing parent knowledge of what teachers expect in 
terms of behavior, and increased parental involvement in 
the classroom may be helpful when children first begin 
school.
Elliott et al., (1989) also considered teacher and 
parent importance ratings. Their study utilized an earlier
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form of the SSRS and some items later appeared on the 
Elementary form rather than the Preschool version. 
Therefore, direct comparisons between these two studies are 
difficult. However, there were some interesting 
similarities. Two items appeared in the top parent 
rankings across studies (i.e., communicates problems, 
attends to instructions). Comparisons of teacher top 
ranked behaviors also indicated an overlap of two items 
across the two studies (i.e., follow instructions, 
cooperate with peers).
Comparison of the two studies in terms of least 
important rankings revealed parents in both studies ranked 
four similar items as least important (i.e., Introduces 
self, asks clerk for assistance, helps with tasks, and 
joins group activities). Similarities also occurred across 
the two studies for skills teachers ranked as least 
important. Three similar items were rated at the bottom 
across both studies (e.g., introduces self, helps you, and 
gives compliments). One item was rated in the top ten on 
the present study and in the bottom five on the Elliott et 
al.,(l989) study (i.e., Initiates conversations with 
peers). A number of items from the Elliott et al., study 
did not appear on the preBchool form and therefore were not 
rated in the present study.
While relatively compatible, these findings did 
indicate there may be some differences in populations
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sampled across these two studies. Some local variability 
was expected across samples due to the subjective nature of 
the completion of the importance scale items. A sampling 
difference also was present in the Elliott et al., study 
because the sample in that study reportedly came from large 
cities across four states, while the present study sampled 
rural and moderate sized city populations in one geographic 
area.
A second study considered only teacher importance 
ratings with an older group of students, (Gresham and 
Elliott, 1988), and found the 10 most important rated 
social skills to be classroom oriented skills. The ages 
sampled on this study included first through eighth 
graders. The present study considered only preschool aged 
children and there do appear to be some difference in 
teacher expectations due to age or developmental stage. In 
the present study a number of the peer interaction skills 
were ranked most important by teachers of young children 
and least important by teachers of older children. It 
appears that as age increases, teacher valued social skills 
also may change. It is unclear as to whether or not the 
more skilled preschooler is better able to change along 
with teacher expectations, or that as the valued skills 
change so do the identities of the preschool children who 
are rated as competent. Gresham and Elliott indicated the 
teachers of elementary and junior high school students
placed a high value on academic rated behaviors. This did 
not hold true for the preschool teacher expectations in the 
current study. The present teacher importance ratings were 
more peer than academic oriented. Peer interaction skills 
were stressed less in older students, possibly due to the 
interfering nature of many of these skills (Gresham & 
Elliott, 1988), but peer interaction was seen as more 
important by preschool teachers. The current findings may 
suggest that skills necessary for acceptable behavior 
differ as children advance in age and class placement. It 
may be that some inappropriate behaviors are acceptable or 
expected in young children and become less acceptable as 
they get older. Teachers have a larger norm group to 
compare children's behavior against in making acceptability 
judgements than do parents who may find the inappropriate 
problem behaviors much more salient. It was interesting to 
note that the skill of "following instructions" was ranked 
high in the present study, the Elliott, et al., (1989) 
study, and the Gresham and Elliott, (1988) study. This 
specific social skill emerged across raters, and across 
ages as highly valued and therefore critical in a child's 
social skill repertoire.
The results of the discriminative function analyses 
suggested that teacher ratings of social behavior can be 
used to assist in classification decisions. This finding 
corroborates previous research by Elliott, Gresham and
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Black, (1987), who found similar classification rates with 
mildly handicapped students using teacher ratings on the 
SSRS. Interestingly, the Social Skills factor was the sole 
contributor to the discriminant function for teachers and 
the Problem Behavior factor was the first variable to enter 
the equation for parents. This is consistent with other 
findings in this study which indicate social skills, 
particularly peer related skills, are more important for 
preschool teachers while for parents adult-child skills 
were more critical.
The literature has cautioned that teachers may strive 
for more control within the classroom than for more 
appropriate social behaviors (Gresham & Elliott, 1988; 
Winnett & Winkler, 1972). The differences found between 
preschool versus elementary and junior high school teacher 
behavioral expectations does indicate that at the preschool 
level, teachers may not be as concerned with control as 
they are with social interactions.
Usefulness of Measures
The value and validity of the present findings are 
directly linked to the appropriateness of the measures 
utilized in the study. With a dearth of appropriately 
standardized preschool measures, the SSRS and CRS need to 
be examined closely. The findings indicate that both 
scales are fairly homogeneous measures for the construct of 
social behavior in preschool children. This finding does
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provide some support that the SSRS and CRS are reliable 
measures for use with young children. However, the high 
correlations between the SSRS Problem Behavior scale and 
the CRS, while providing good convergent validity for the 
scales, also calls into question the necessity of using 
both scales together. It is not clear as to whether any 
additional information would be garnered from the CRS, when 
used together with the SSRS for assessment purposes. 
However, the SSRS does provide additional information as to 
prosocial skills and rater importance information.
Criterion related validity is strengthened by the moderate 
to strong correlations between the SSRS Problem Behavior 
scale and the CRS ratings, as well as the negative 
correlations between the SSRS Social Skills factor and the 
CRS. The CRS has been much more widely used, both 
clinically and in research, and proved to be an appropriate 
anchor scale in providing information on the validity of 
the SSRS and its use with preschool children.
The discriminant function analyses also provided 
support for the use of the SSRS as an instrument which 
could discriminate between children on the basis of social 
behavior. Although the classification rate was far from 
perfect, a relatively high percentage was correctly 
identified on the basis of both scales. False 
classification rates indicate the need for multiple methods 
of assessment in classifying children in terms of social
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behaviors. It remains clear that no classification should 
be based solely on one measure or on one rater, but rather 
on a multimethod approach (Campbell & Fiske, 1959). The 
predicted classification rate from the present data is 
comparable to past research (Gresham, et a l ., 1987). 
Further, the present study does appear to provide 
additional support for the use of social behavior as a way 
to differentiate between At-Risk and Typical preschool 
children, and the credibility of both teachers and parents 
as judges of social behavior.
Limitations
Several limitations of the present study warrant 
caution in the interpretation of findings. First, sampling 
constraints included limited sample size and geographic 
restrictiveness. Differences on the demographic variables 
also limit inferences which can be made about the social 
behavior of preschool children from different socioeconomic 
backgrounds. Hence, results cannot safely be generalized 
past the demographic makeup of this study. Second, the 
social behaviors measured were limited to those sampled on 
the two rating scales utilized. Therefore, generalization 
beyond these specific behaviors would be questionable. 
Third, the use of ratings by others as a means to measure 
social functioning, while supported by the literature,
(Hops & Finch, 1962; Elliott, 1990), may not be tied to the 
actual occurrence and frequency of the rated behaviors. It
must be noted that present deficits noted in the At-Risk 
group may not continue and the group of children considered 
to be At-Risk may change as they advance in age and 
education. Early intervention such as Head Start may well 
assist in lessening risk factors. Longitudinal studies 
suggest that academic remediation is helpful for At-Risk 
children, particularly if it is ongoing (Lazar, et al., 
1977) . However, longitudinal studies are needed to 
understand whether these children will continue to have 
difficulties if social skill problems specifically are left 
untreated. Along these same lines, the subjects from both 
groups in the present study were each part of early 
education programs, and results cannot be generalized 
beyond this group. Children who were considered Typical, 
as well as those considered At-Risk, but who are at home 
rather than in school are a separate group.
Due to the limitations outlined, results should be 
viewed as preliminary. Replication of these results across 
a broader sample is needed.
Directions for Future Research
The number of demographic differences in the present 
study suggest a need to empirically consider these 
variables for both teachers and parents. Although past 
research has indicated there were no ethnic differences for 
teacher ratings on the SSRS, only small ethnic differences 
for parental ratings (Elliott, et al., 1989), and no social
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class differences with the CRS (Goyette et al., 1978), 
these studies have been conducted on samples more closely 
resembling the Typical group in the present study. Future 
research will consider and control for these demographic 
considerations. Longitudinal data on At*Risk and Typical 
preschool children's social development is needed. Also, 
research should address the social behaviors of children of 
preschool age who are not currently in a school setting. 
Conclusions
In conclusion, a clearer understanding of young 
children's social behavior has emerged from the present 
research. The ability to differentiate children in terms 
of social skills and interfering problem behavior at a 
younger age adds to our understanding of social skills. 
Early identification and intervention, particularly with 
children considered At-Risk, appears to be both possible 
and necessary at this point in time. In addition, the 
present study has provided evidence as to the validity of 
the SSRS and CRS for the preschool population. Future 
research will build on this empirical base, and hopefully 
increase our capacity to assist children become more 
skillful in positively impacting their social environments.
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Appendix A 




Your child's school has agreed to allow a research 
project to be conducted with selected preschool students. 
The study is designed to consider a very important aspect 
of all young children's lives: their social skills. We
are interested in finding out about children in general so 
that we can help those children who are having difficulties 
getting along with others.
The project does not involve your child directly, 
rather it requires you, the parent, to complete two simple 
rating scales to inform us as to how frequently certain 
behaviors occur and how important you think these behaviors 
are. The process should take about 3 0 minutes of your 
time. Your child's teacher will also rate your child on 
similar scales.
All information is strictly confidential and your child 
will not be identified in any way, rather, his/her ratings 
will be considered as part of a whole group. Your child's 
teacher and preschool will not be given your ratings, only 
your child's name, so that they can rate him/her.
If you agree to assist us in this project please sign 
your name at the bottom of this page and then complete the 
two attached scales. Place them in the attached envelope, 
and return it to your child'b school as soon as possible.
If y o u  do no t  w i s h  to participate, plaasa r a t u m  the entire 
packet so another parent will have the opportunity.
We believe this project is very worthwhile and your 
time and input will provide valuable information in helping 
young children learn to get along better socially. Thank 
you for your kind consideration and cooperation.
If your have any questions or would like to have more 
information you may call Mary Boone Treuting at 443-0085 
(work) or 253-6766 (home).
Yes, I consent to participate in the study concerning 
preschool children's social behavior. I will voluntarily 
complete the forms and give my permission for my child's 
teacher to also rate my child. I understand that I can 





(Please do not place your name or your child's name on this 
sheet)




40-49 5 0 or above
3. Marital Status: 
Separated___
Married Single_ Divorced
4. Ethnic Background: White ___ Black___ Hispanic
Asian Native American other
5. Education: (highest level completed)
Yourself
  0th grade or less ___
  graduated from high school ___
  grad 4yr college ___
Your spouse
  8th grade or less
  graduated from high school
  grad 4yr college
some high school 
some college 
grad voc. tech/ 
business
some high school 
"some college 
grad voc tech/ 
business












$25,000 - $29,999 
'$30,000 - $34,999 






Thank you for agreeing to help us learn about how 
children get along with one another. The name of each 
child in your class whose parent has agreed to allow them 
to participate is attached along with two simple rating 
scales for you to complete.
Please complete each item on both rating scales. The 
"Importance ratings" on the first scale only needs to be 
completed one time regardless of the number of children you 
are rating.
Your help in this project is greatly appreciated. We 
feel you are a vital person in helping us understand ways 
to teach children how to get along better and be more 
successful in school.
If you have any questions please do not hesitate to 
contact Mary Boone Treuting at 442-0085 (work) or 253-6766 
(home).
Yes, I consent to participate in the study concerning 
preschool children's social behavior. I will voluntarily 
complete the forms and understand that I can withdraw my 





(please do not place your name on this sheet)
1. Number of years of experience:
 0-2 yrs ___ _3-5 yrs ____ 6-8 yrs ____ 9+ yrs
2. Education:
 high school  some college
 college degree  graduate training
 graduate degree
3. Sex:____ female male
4. Ethnic background: (optional)
 Asian  Native American
 Black  White





Copyrighted materials in this document have 
not been filmed at the request of the author 
They are available for consultation, however 
in the author’s university library.
Appendix B
Social Skills Rating System Parent Form 
Preschool level items, 124-126
Revised Conners Rating Scale, 127-129
Social Ski 1 Is Rating System-Teacher Form,
130-131
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February 24, 1992
Mary B. Treutlng, M.A.
2 37 Cedar Lane 
Marksville, LA 71351
Dear Ms, Treuting,
This is in response to your letter dated January 29, 1992 regarding 
the revised Conners' Rating Scale.
Please be advised that you have permission to make approximately 
100 copies of both the Conners' Parent and Teacher Rating Scale for 
use in your dissertation research.
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May 15, 1992
Mnry Boone VonBrock TreuLlng 
237 Cedar Lane 
Markaville LA 71351
Dear Mary Treuting,
"hi# letter grants you persission to reproduce tlie following 
tables from the Social Skills Rating Syatea (SSRS) Manual by 
Creshic & Elliott in your dissertation:
1. Factor Loadings froe teacher and parent fora, Preschool
level (table 6,27 and 6.30, pages 130 and 133).
2. dumber of coaaon Itrcs across forma (table 5.11, page 105)
from which was needed preschool parent-teacher common 
items and the material adapted to include the actual 
item numbers.
Please Adke sure that the following information is provided in 
your dissertation to idenl;fy this resource:
Social Skills Rating Syatea (S3KS) by Frank M. Gresham and 
Stephen N. Elliott, c 1990 American Guidance Service, Inc., 
Circle Pinoa, Minnesota 55014-1796.
Von may adapt the above information to fit the format you've 
chosen for your dissertation.
Please feci free to call me if I can be of further assistance. 
Yours sincerely,
IcAnn Velde
Rights and Permissions Manager
/U
Ynui partner lit developing human potent ml 
AGS / 4301 Uoodland Road * Circle fine*.Mi;i:ie>ola 5tOH-17*>6 * Telephone 1*12)
Vita
Mary Boone VonBrock Treuting received her B.A. degree 
in 1980, her M.A. degree in 1985, and her Ph.D. in 1992, 
each from Louisiana State University in Baton Rouge, 
Louisiana. She is currently employed as a School 
Psychologist in Rapides Parish, Louisiana. She has 
recently been an adjunct faculty instructor at Louisiana 
State University in Alexandria.
She is married to Joseph Blaise Treuting, and has two 
children, Blaise, 4, and Benjamin, 2. They make their home 
in Marksville, Louisiana.
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